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Abstract 
The primary purpose of this study was to examine educators‟ perceptions of how 
students‟ social and emotional needs impact the educational environment and to 
determine if participating educators felt prepared to meet their students‟ social and 
emotional needs.  The research was conducted in two Midwestern states using an online 
survey instrument.  The study participants included in-service teachers, former educators, 
college faculty, and graduate-education students, all of whom were solicited using a 
convenience sample method.  Participants were solicited from graduate-level education 
classes and from a public school system.  The participants varied in numerous ways 
including age, gender, educational training and teaching experiences. 
Data gathered in the study was used to examine the relationships between the 
educators‟ initial teacher training and the educators‟ perceptions concerning the 
importance of meeting students' social and emotional needs in the classroom.  The 
majority of educators (93%) ranked meeting students‟ social and emotional needs in their 
classrooms as either important or very important.  Many educators reported that they 
believed meeting students‟ social and emotional needs impacted the students‟ learning.  
Most educators (81%) indicated that their initial teacher did not properly prepare them to 
meet their students‟ social and emotional needs.  Additionally, 75% of the educators 
reported that they would be interested in receiving more training in this area.      
Some of the educators‟ responses appeared to be related to their education, 
experience and training.  Special education teachers were most likely to suggest that 
meeting students‟ social and emotional needs would improve their students‟ learning.  
Early childhood educators ranked the importance of meeting students‟ social and  
  viii 
emotional needs significantly higher than did their colleagues who were working with 
older students.  Educators trained during or after 2002 felt better prepared in areas 
concerning social and emotional needs than those trained before 2002.   
The results of this survey indicate that educators perceive social and emotional 
learning to be an important topic and are interested in receiving more training in this area.  
More research is needed to solicit opinions from educators across the United States on 
how to best prepare and support classroom teachers in the area of meeting students‟ 
social and emotional needs. 
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Chapter I 
Introduction 
 
While discussing teacher education in a 2001 interview with Edutopia, Dr. 
Maurice Elias stated, 
The missing piece is social and emotional learning. It has never been  
a part of teacher education. It's never been a part of teacher training.  
We've been treating students as if they're not people, as if they're  
somehow sponges and not human beings that come in with their  
emotions in full play. We can't learn in the absence of dealing with  
our emotional state. Not only that, I don't know of anybody that  
can learn in the absence of a positive relationship. We learn from  
the people we care about. And yet we somehow pretend that in  
school that doesn't matter. (video recording retrieved April 4, 2007  
from Edutopia website, http://www.edutopia.org/maurice-elias-emotional-
intelligence-and-family) 
Dr. Elias is a well respected Professor of Psychology at Rutgers University, an author of 
numerous articles and books, and is considered by many to be a leading authority in the 
field of social and emotional learning.  Therefore, it would be tempting to simply accept 
these statements as fact without further consideration or exploration.   
Upon closer inspection, these powerful words suggest many questions that require 
thoughtful examination.  How much importance do educators actually place on meeting 
children‟s social and emotional needs in the classroom?  Do educator‟s opinions change  
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over time as they gain more experience in the classroom?  Is Elias correct when he 
surmises that teachers are not being properly trained in this area?  Would educators 
concur with this assessment?  Elias spoke to the need of positive relationships for 
learning to take place.  What does the research say about the role that social and 
emotional factors play in the classroom?  The purpose of this dissertation was to explore 
the underlying concepts and concerns put forth within the opening quotation.  
 
Statement of Problem 
On January 8, 2002, President George W. Bush signed into law the No Child Left 
Behind (NCLB) Act.  This act both reauthorized and amended federal education 
programs that were originally established under the 1965 Elementary and Secondary 
Education Act (ESEA).  This law brought about many changes to American classrooms 
and continues to have an unprecedented influence on how schools across the United 
States are currently being run (Meier, Kohn, Darling-Hammond, Sizer & Wood, 2004; 
Opfer, Henry, & Mashburn, 2008).  Curriculums have been revised, new standardized 
testing procedures have been implemented (Guilfoyle, 2005; Stephenson & Waltman, 
2005; Toch, 2006), and mandates concerning teacher training and assessment have been 
put in place in order to establish criteria for highly qualified teachers (U.S. Department of 
Education, 2008).  
Current standards have been adopted by the National Council for Accreditation of 
Teacher Education (NCATE) on October 20, 2007.  These standards include the 
following directives:  
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NCATE expects teacher candidates to demonstrate knowledge, 
skills, and professional dispositions to provide learning  
opportunities supporting students‟ intellectual, social, and  
personal development…They [teachers] are able to create  
learning environments encouraging positive social interaction,  
active engagement in learning, and self-motivation. 
(http://www.ncate.org/public/unitStandardsRubrics.asp?ch=4)  
Despite the establishment of these standards, a review of the literature reveals that 
there is little empirical evidence regarding how much training teachers are receiving in 
the areas of supporting their students‟ social and emotional development.  Nor does there 
appear to be any research available that examines whether educators believe that the 
initial training they received was sufficient to enable them to successfully meet their 
students‟ social and emotional needs in the classroom. 
In his foreword to the NCLB Act on January 23, 2001, President Bush pledged to 
“build the mind and character of every child, from every background, in every part of 
America” (Bush, 2001).   Furthermore, the No Child Left Behind Act dictates that 
educational practices must work to develop and maximize the potential of all children 
and that those educational practices should be based on sound research.  Some research 
suggests that learning is not a purely cognitive phenomenon; rather it is a process that is 
interwoven with students‟ social and emotional needs within the context of their 
individual learning environments (Hamre & Pianta, 2005; Klem & Connell, 2004; Ladd, 
Birch & Buhs, 1999; Zins, Weissberg, Wang, & Walberg, 2004).  Furthermore, 
verification has begun to surface that social and emotional factors play a role in cognitive  
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development and can assist in maximizing a child‟s potential development (Chugani, 
1998; Pawlak, Magarinos, Melchor, McEwen, & Strickland, 2003; Sousa, 2001; Thanos, 
Katana, Ashby, Michaelides, Gardner, Heidbreder, 1999; Willis, 2006).  Yet in spite of 
mounting evidence that a safe, caring, well-managed participatory learning environment 
can be paramount to our students‟ success (Bowman & Moore, 2006; CASEL, 2007; 
Hamre & Pianta, 2005; Klem & Connell, 2004; Ladd et al.,1999; Zins, et al., 2004), there 
is little indication that these kinds of strategies, which focus on students‟ social and 
emotional needs in addition to their academic ones, are being emphasized either within 
teacher training programs (Marlow & Inman, 2003) or within the majority of public 
schools themselves (Fleming, Haggerty, Catalano, Harachi, Mazza, & Gruman, 2005).   
One study that examined teacher education programs in U.S. colleges and 
universities across the United States found that the institutions‟ philosophies on the 
importance of social and emotional competencies often did not correspond well with their 
practices (Marlow & Inman, 2003).  While 95% of public institutions and 71% of private 
institutions ranked social and emotional competencies as an issue of concern, more than 
two-thirds of U.S.  teacher education programs did not offer any classes that included 
specific information on these competencies (Marlow & Inman, 2003).  
As American schools have continued to evolve, so has the role of its educators.  
Marlow and Inman (2003) believe that the needs of children living in the United States 
are “on a collision course with the growing demands of our educational system” (p. 3).  
The researchers point out that if schools are to provide the adequate support that all 
students need to become successful learners, then the demands on educators will only 
continue to multiply.  These duties might include such things as “helping resolve inter- 
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personal conflicts; identifying and making referrals for those suffering from abuse, 
neglect, and a variety of emotional problems; and acting as mentor and counselor for 
those wishing to talk with someone familiar about personal problems” (Marlow & Inman, 
p. 3).   
Is this a reasonable assessment?  Are teacher education programs preparing pre-
service teachers to enter the education field ready to teach in a way that will maximize 
their students‟ learning potentials?  Or, are they falling short in the areas of social and 
emotional learning?  What do teachers presently working in the field believe about the 
impact of social and emotional learning? 
The purpose of this study was to gauge the degree of importance that K-12 
educators place on the social and emotional needs of their students, to determine what 
role educators believe social and emotional needs played in their students‟ learning, and 
to determine if the educators‟ opinions concerning these topics changed over time.  In 
other words, the researcher wanted to determine whether educators found social and 
emotional needs to be more or less important as the educators obtained more experience 
in the classroom and other school settings.  This research was designed to determine if 
educators believed that they were sufficiently prepared during their initial teacher training 
to meet the social and emotional needs of their students.  Additionally, the researcher 
endeavored to determine whether teachers believed that they would benefit from further 
training in the area of social and emotional learning.  Toward this end, the following 
Research Questions and Hypotheses were posed.   
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Research Questions 
1.  Is the perceived importance of students‟ social and emotional needs in the classroom 
related to the amount of training an educator received in regards to social and emotional 
learning during his or her initial teacher training?  
2.  Is the perceived importance of meeting students‟ social and emotional needs in the 
classroom related to number of years of experience of the educator?   
3.  Is the perceived importance of meeting students‟ social and emotional needs in the 
classroom related to grade levels of teaching experience (e.g., early childhood, middle 
childhood, secondary education)?  
4. To what extent do educators believe that meeting the social and emotional needs of 
students in the classroom affects students‟ learning? 
 
Hypothesis #1 
Educators believe that, during their initial teacher training, they were not properly trained 
to meet the social and emotional needs of their students. 
Hypothesis #2 
Experiences of educators (e.g. years of service, grade levels taught, experiences working 
with special populations) will be correlated with the educators‟ opinions concerning the 
importance of meeting students‟ social and emotional needs in the classroom.  
Hypothesis #3 
Educators believe that meeting social and emotional needs of children in the classroom 
will influence student learning.    
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While examining the data derived from these research questions and hypotheses, the 
following terms were used. 
 
Definition of Terms 
1. ANOVA – Acronym for analysis of variance.  “An inferential statistics technique used 
to determine if there is a significant difference among the means of three or more data 
groups” (Gay, Mills, & Airasian, 2006, p. 595). 
2. Chi Square – “A nonparametric test of significance appropriate when the data are in 
the form of frequency counts; compares proportions actually observed in a study with 
expected proportions to see if they are significantly different” (Gay, Mills, & Airsan, 
2006, p. 596). 
3.  Cognitive Intelligence – Intelligence of or pertaining to the mental processes of 
thinking and memory, solving problems, and the ability to adapt and learn (Santrock, 
2004). 
4.  Emotional Intelligence – A type of intelligence that involves one‟s ability to master 
basic social skills that help manage everyday relationships, identify one‟s own emotions, 
and the emotions of others, communicate one‟s emotions effectively, be empathetic, and 
be able to resolve problems in a productive manner (Goleman, 2005).   
5.  High Stakes Testing – Standardized tests that are given to students to evaluate 
performance in different academic areas.  The results of these tests may be used for a 
variety of purposes including, but not limited to, ranking students, teachers, and schools; 
entrance into specific educational programs; funding initiatives; and others (Stitzlein, 
Feinberg, Green, & Luis, 2007).  
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6.  Initial Professional Training in Education – Curriculum completed at the college level 
which leads to professional certification or licensure in education.  This training is 
usually completed as part of a Bachelor‟s Degree in Education.  It may also include 
graduate work that is completed by someone whose undergraduate work is not in 
education. 
7.  InQsit – InQsit is a copyrighted, online assessment instrument that can be used to 
“create, distribute, and administer tests, quizzes, and surveys via the intranet or internet, 
then retrieve, record, optionally grade, and assess responses; all online, without the need 
for any HTML or programming knowledge” (http://www.bsu.edu/inqsit/info/index.cgi).  
The program was created by Dan Fortriede and Vernon Draper at Ball State University.  
8.  IQ – “A score that reflects an individual's performance on an intelligence test 
compared with the performances of other individuals of the same age” (Berk, 2008, p. 
231).  Such intelligence tests seek to sample different behaviors related to school learning 
including such things as comprehension, sequencing, detailed recognition, analogies, 
abstract reasoning, memory, pattern completion, and others.  Different tests include 
different items, therefore “IQ scores derived from various tests taken by an individual 
have somewhat different meaning depending up on the specific test” (Coleman & Cross, 
2005, p. 77). 
9.  No Child Left Behind (NCLB) – President Bush signed the No Child Left Behind Act 
on January 8, 2002.  The intent of the law is to improve education by focusing on the 
accountability of schools.  The NCLB Act requires states to show significant 
improvement in student learning each year within their school environments, much of 
which is linked to standardized testing results (U.S. Department of Education, 2008).  
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10.  Pearson r – “A measure of correlation appropriate when both variables are expressed 
as continuous (i.e. ratio or interval) data” (Gay, Mills, & Airasian, 2006). 
11.  Social Emotional Learning (SEL) – “The process through which we learn to 
recognize and manage emotions, care about others, make good decisions, behave 
ethically and responsibly, develop positive relationships, and avoid negative behaviors” 
(Elias, Bruene-Butler, Blum, & Schuyler, 1997). 
12.  Social and Emotional Needs – The needs of students which are outside the cognitive 
realm and that help the students manage their day to day relationships with others (Zins, 
Weissberg, Wang, & Walberg, 2004, p. 5) 
13.  Emotional Learning – Involves learning about skills that pertain to self, including 
impulse control, anger management, goal setting, identifying one‟s personal feelings 
(DeFalco, n.d., retrieved from http://www.edutopia.org/karol-de-falco-implementing-
social-and-emotional-programs-school-districts).  
14.  Social Learning – Involves learning about skills that assist in dealing with other 
people such as problem solving, decision making, understanding and accepting others 
(DeFalco, n.d., retrieved from http://www.edutopia.org/karol-de-falco-implementing-
social-and-emotional-programs-school-districts).  
15.  Standardized Tests – Uniform tests which are given to individual students or groups 
of students to assess their academic achievement and/or cognitive abilities and compare 
those findings to others within a similar age, ability or other group range (Coleman & 
Cross, 2005).  
16.  SPSS – Originally called "Statistical Package for the Social Sciences" or "SPSS" this 
software allows the user to run numerous statistical analyses (Field, 2005).  
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17.  t-test – “An inferential statistics technique used to determine whether the means of 
two groups are significantly different at a given probability level” (Gay, Mills, & 
Airasian, 2006, p.602). 
18.  t-test for independent samples – also referred to as a 2-sample t-test; “A parametric 
test of significance used to determine whether, at a selected probability level, a 
significant difference exists between the means of two independent samples” (Gay, Mills, 
& Airasian, 2006, p. 602). 
 
Significance of Study  
Numerous studies have examined the role that social and emotional competencies 
can play in a student‟s school experiences and later successes in life (e.g., Arnold, 1993; 
Birch & Ladd, 1997; Hamre & Pianta, 2001; Ryan, Gheen & Midgley, 1998; Stuhlman & 
Pianta, 2001; Wang, Haertel, & Walberg, 1993; Zins et al., 2004).  However, few studies 
have examined educators‟ perceptions concerning the role that students‟ social and 
emotional needs play in the classroom and how properly prepared the educators believe 
they were to meet those needs.  Before one can effectively implement any program or 
practice, it is wise to gain insight into the views of the participants concerning that 
program, as well as what training the participants might have in the program area.    
Seeking the perspectives of different educators who teach in a variety of academic 
situations has the potential to garner a great deal of information and insight concerning 
social and emotional learning.  First and foremost, educators are in the classrooms 
working with children every day and consequently have a wealth of knowledge based on 
each of their own unique experiences.  Furthermore, it is easier to successfully implement  
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a program if educators believe the program will be of benefit to themselves and their 
students.  Therefore, it would behoove those seeking to make changes in areas of social 
and emotional learning to be cognizant of the opinions of educators when designing and 
implementing programs.  Finally, universities are continually working to improve their 
teacher education programs.  In part, they are guided by NCATE.  NCATE, recognized 
by the U.S. Department of Education and the Council for Higher Education as the 
professional accrediting body for teacher education, states that “…every student needs a 
caring, competent, and highly qualified teacher…[and that] teachers must know the 
subject matter they plan to teach and how to teach effectively so that all students learn” 
(NCATE, 2008, p.1).  This can best be accomplished if educators in the field are able to 
report in what areas educators believe they need and/or desire further training.   
 
Basic Assumptions 
According to Gay, Mills and Airasian (2006) an assumption is “any important „fact‟ 
presumed to be true but not actually verified” (p.83).  This study enlisted educators who 
volunteered to anonymously complete an online survey concerning social and emotional 
learning (see Appendix A) and the following basic assumptions were made:   
1.  It was assumed that the instrument used in this survey was a valid and reliable 
instrument through which one could assess the perceptions of educators 
concerning meeting children‟s social and emotional needs.  
2.  It was assumed that the educators who responded to the survey did so in a truthful 
manner. 
3.  It was assumed that each K-12 educator completed only one survey.  
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4.  It was assumed that the individuals taking the survey were educators or had been 
educators previously and that no attempts were made by individuals outside the 
educational field to misrepresent themselves and therefore nullify data. 
Additionally, the use of this kind of research design presented basic limitations to the 
study.  These limitations are listed below.    
 
Basic Limitations 
1.  Self-reporting – Although this study was completed in such a way as to provide 
anonymity to all the participants and educators were encouraged to be completely 
honest, there is always a certain amount of bias involved in any self-report 
situation (Gay, Mills, Airasian, 2006). 
2.  Content Validity – Although the survey instrument was developed with input from 
a variety of individuals who possess significant training and experience in the 
fields of educational research and social and emotional learning, and was piloted 
and revised on two occasions, it was not formally researched and assessed.  
Therefore, it was difficult to determine the degree to which the survey instrument 
measured the intended content.  
3.  Selection of Participants – Because participants were self-selected (i.e., they chose 
to voluntarily participate in the survey without receiving any remuneration) rather 
than being randomly selected, their responses may have involved sampling bias.  
For example, the opinions of those who chose not to respond were not included.  
Therefore the results cannot be generalized to all educators.    
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4.  Convenience Sample – The population used was a convenience sample 
representing in-service educators from a Midwestern state and graduate students 
enrolled in a medium-sized university in a neighboring state.  Use of a 
convenience sample may have introduced unseen bias, (e.g., opinions from 
educators in other parts of the country were not solicited).   
5.  Small Sample Size – The population used in this study was relatively small with a 
survey response of less than 300.  This, along with other factors, limited the ability 
to generalize results. 
6.  Online Survey Design – The online survey design, including its length, led to 
different limitations.  Some individuals logged on but their responses were not 
recorded.  It is not possible to know if they simply did not remember to scroll 
down and hit the “submit” button, or if they made a conscious decision to stop.  
After the study was completed and statistical analyses were run, it became evident 
that the ranking system used for many of the responses was not sufficiently 
detailed enough to allow for specific statistical analysis, such as chi square, to be 
successfully completed.  Questions were constructed with a limited number of 
possible answers choices.   Additionally, because the survey was completed online 
anonymously, there was no opportunity for the researcher to present follow-up 
questions or to clarify responses.   
 
Summary 
Research has shown that meeting students‟ social and emotional needs in the 
classroom can have a significant positive impact on students‟ academic development  
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(Burchinal, Peisner-Feinberg, Pianta, & Howes, 2002; CASEL, 2007; Lynch & Cicchetta, 
1997; Taylor & Dymnicki, 2007; Zins et. al., 2004).  Furthermore, teaching social and 
emotional competencies in the classroom can lead students to become life-long learners 
who will grow into responsible adults.  However, in recent years, a shift has occurred in 
educational priorities and less emphasis seems to be placed on social and emotional 
competencies in many classrooms across America (Meier, Kohn, Darling-Hammond, 
Sizer & Wood, 2004; Fleming et al., 2005).   
While some studies continue to be done in the areas of social and emotional 
learning, little research has been done to solicit the opinions of the educators who are 
responsible for teaching these students.  Specifically, educators have not been asked to 
explain what role meeting students‟ social and emotional needs plays in their classrooms 
and if these educators believe that they were adequately trained to meet students‟ social 
and emotional needs.  The purpose of this study was to gain educators‟ perspectives on 
these issues to help design future programs and add to the literature on this important 
topic.  
 
 
Chapter II 
Review of Related Literature 
Overview 
 
This review of literature includes a discussion of the terms “social” and 
“emotional” learning and the theories that surround each.  It begins with the historical 
background of social and emotional learning concepts and overviews their development 
within the last century.  Particular emphasis is placed on how these concepts impact both 
teacher training programs and educational curriculums being used in Pre-K through grade 
12 curriculums.  The National Council for Accreditation of Teacher Education (NCATE) 
standards concerning social and emotional learning are addressed, as are the requirements 
put forth in the No Child Left Behind Act.  Additionally, recent brain research related to 
how emotions impact learning is discussed. 
A systematic search of ERIC (EBSCOhost), JSTOR, the Professional 
Development Collection, PschARTICLES and PschINFO was conducted.  With the 
assistance of Research Librarians at Ball State University, additional medical journals 
were systematically scanned for information on social and emotional issues related to 
brain research studies.  The following individuals were also contacted and provided 
research assistance or related information by either telephone or email.   In the area of 
teacher education, Dr. Christopher J. Lucas, author of Teacher Education in America, 
Reform Agendas for the 21
st Century, Dr. Joseph Berger, Professor of Educational Policy, 
Research, and Administration at Amherst College, Dr. Karen Arnold, author of 
Valedictorian Project and researcher, and author Dr. Sara Rimm-Kauffman all provided 
assistance.  Additionally, Dr. Leslie Marlow and Dr. Duane Inman were contacted by  
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email and phone concerning their research on teacher training related to social and 
emotional competencies.  
In the area of brain research, Dr. Judy Willis, author of Research-Based Strategies 
to Ignite Student Learning: Insights from a Neurologist and Classroom Teacher, and Dr. 
Richard J. Davidson, Professor of Psychology and Psychiatry at Harvard University were 
contacted via email about research studies.  Dave Snyder at the Association for 
Supervision, Curriculum and Development (ASCD), was contacted by telephone and 
provided assistance in locating research.   Roger Weissberg and Cynthia Coleman at the 
Collaborative for Academic, Social and Emotional Learning (CASEL) were contacted 
concerning research in social and emotional learning.   
 
Introduction 
  As one begins to review the literature regarding the role that social and emotional 
factors may play in students‟ educational experiences, it is important to recognize that the 
concepts of social and emotional learning are often viewed by different experts in the 
field from slightly different perspectives.  Some authors consider the terms “social” and 
“emotional” to be fundamentally linked (Elias & Weissberg, 2000; Mayer & Salovey, 
1993). Others prefer to separate the two.  They link emotional intelligence and learning 
with skills that pertain to self such as identifying one‟s own feelings, impulse control, 
anger management, and goal setting, while they link social intelligence and learning with 
skills involving other people such as appropriately identifying others‟ emotions or 
communicating effectively with others (De Falco, 2006; Gardner, 1983).    
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This chapter will review the key literature regarding how these terms and theories 
have developed over time, as well as their relevance to the American education system 
today.  Specifically, literature related to the perceived importance of social and emotional 
factors on learning and teacher preparation in the areas of social and emotional learning 
will be addressed.   
Much has been written in recent years concerning the influence that social and 
emotional factors can have on students‟ educational experiences.  Some of these writings 
are based on sound research (CASEL, 2007; Hamre & Pianta, 2005; Ladd et al., 1999; 
Zins, Weissberg, Wang, & Walberg, 2004) while others are based more on anecdotal 
evidence and the professional opinions of educators and psychologists (Elias, Wang, 
Weissberg, Zins, & Walberg, 2002; Goleman, 2005; Zins, Elias, Greenberg, & 
Weissberg, 2002).  This chapter provides an overview of the ongoing philosophical 
debate concerning the impact of social and emotional learning in education as well as 
providing information on research studies that examine social and emotional influences 
in the classroom.  Finally, this chapter will include information on how social and 
emotional issues are being addressed in the newly adopted National Council for 
Accreditation of Teacher Education (NCATE) Standards as well as how colleges and 
universities are dealing with social and emotional issues in their teacher preparation 
programs. 
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Historical Background – How the Concepts of Social and Emotional Intelligence Begin 
to Play a Role in Education 
  “Rule your feelings, lest your feelings rule you” is a quotation from the first 
century writer Publilius Syrus (J. W. Duff & A. M. Duff (Eds.), 1961).  These sentiments 
addressing emotional concerns appear to have gone relatively unchallenged for almost 
twenty centuries.  Even in the mid-1900s, some psychologists espoused similar beliefs.  
Psychologist and author, P. T. Young, described emotions as “acute disturbance[s] of the 
individual as a whole” (1943, p. 263 as cited in Kleinginna, P. R. and Kleinginna, 2005).  
A 1940s introductory text, Psychology, defined emotion as “a disorganized response, 
largely visceral, resulting from the lack of an effective adjustment” (Schaffer, Gilmer, & 
Schoen, 1940, p. 505).  As these sources suggest, the idea of linking emotion with 
intelligence was certainly not a popular construct through the early 1900s.  Young (1946) 
summed up these feelings when he reported that emotion involved a “complete loss of 
cerebral control” (p. 456) and did not include any “trace of conscious purpose” (p. 458). 
  The idea of social intelligence began to be accepted slightly earlier than emotional 
intelligence, with some writers publishing their theories about the concept as early as the 
1920s.  E. L. Thorndike wrote that social intelligence involved the “ability to understand 
men and women, boys and girls [and] to act wisely in human relations” (1920, p. 228).   
Edgar A. Doll, developed the Vineland Social Maturity Scale in 1936 as a way to 
measure social competence in individuals ranging in age from infants to young adults 
(Colman, 2001; Doll, 1953).  The scale measures an individual‟s behaviors in eight areas: 
self-help general, self-help eating, self-help dressing, locomotion, occupation, 
communication, self-direction, and socialization.  This scale led to the development of  
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the term “social quotient” (SQ).  SQ was calculated by dividing one‟s social age by one‟s 
chronological age (Colman, 2001; Doll, 1953).  In a 1937 paper entitled “An Evaluation 
of the Attempts to Measure Social Intelligence” published in the Psychological Bulletin, 
Thorndike and Stein defined social intelligence as “the ability to understand and manage 
people” (p. 20).  Thorndike believed that social intelligence involved the ability to 
recognize one‟s own internal states, motives, and behaviors and to use that information 
appropriately when dealing with others (Thorndike, 1920). 
  By the middle of the 20
th century, some psychologists began to re-examine 
theories surrounding emotions and social interactions from a more functionalist 
perspective (Bar-On, 2005; Salovey & Mayer, 1990).  In a 1948 publication of 
Psychological Review, psychologist R. W. Leeper took issue with the characterization of 
emotion as a chaotic and undesirable attribute, and wrote a response entitled “A 
Motivational Theory of Emotions to Replace „Emotions as Disorganized Response‟” (p. 
5).  In this article, Leeper described emotions as motivating forces that might be used to 
sustain and direct activities.  This was a more positive appraisal than had been offered by 
many before him.  As the theories involving social and emotional learning continued to 
evolve, so did the definition for intelligence.  One definition put forth by Wechsler in 
1944 states that “intelligence is the aggregate or global capacity of the individual to act 
purposefully, to think rationally, and to deal effectively with his environment” (p. 3).  
Other researchers in the second half of the 20
th century began to examine the possibility 
that the expression of human emotions precedes cognition (Izard & Buechler, 1980).   
During the late 1960s, social intelligence began to be perceived in a more positive 
light, although at times being defined from a relatively narrow perspective.  In the  
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Handbook of Socialization Theory and Research, (Goshen, Ed., 1969) Weinstein 
suggested that social intelligence “boils down to the ability to manipulate the response of 
others…” (p. 755).   Nevertheless, during the last half of the 20
th century, dialogue 
concerning the manner in which social knowledge and learning were intertwined began to 
occur (Bandura, 1977; Bar-On, 2005; Salovey & Mayer, 1990).   
By the 1970s, the writings of Lev Vygotsky (1978) were being translated into 
English and the concept of social constructivism was introduced in the United States.  
Vygotsky stated that "every function in the child's cultural development appears twice: 
first, on the social level, and later, on the individual level; first, between people 
(interpsychological) and then inside the child (intrapsychological)” (p. 57).   
Additionally, Bandura (1986) introduced his Social Learning Theory and the role that 
social interactions play in acquiring knowledge was being considered.  This theory 
argued that individuals can learn by observing others‟ behaviors and the influence those 
behaviors had on future outcomes.   
Other theories emerged during the 1970s and 1980s that explored the role that 
social relationships played in child development and cognition.  Bronfenbrenner‟s 
Ecological Theory (later referred to as Bioecological Theory) stressed the point that every 
child needs at least one caring adult who is dedicated to seeing that the child‟s needs are 
met and with whom the child can share a close personal relationship (Bronfenbrenner, 
1979, 2004).  Bronfenbrenner believed that promoting reciprocal interactions between a 
caring adult and child, that continued to progress over time, would allow the child to feel 
safe to explore his or her environment, which in turn would lead to growth in the area of 
both cognition and behavioral responses (Bronfenbrenner, 1979, 2004).   Around the  
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same time, researchers such as Sternberg and Smith (1985) examined how to 
operationalize social intelligence, while others like Ford examined social competencies 
and how they fit with general academic abilities (Adams, 1983).  
  In 1983, Gardner put forward the proposition that the traditional idea of 
intelligence being assessed by standardized IQ tests was too restrictive.  Instead, Gardner 
proposed that there were actually multiple intelligences, all of which had the ability to 
contribute to human potential in both children and adults.  Two of the eight intelligences 
presented, interpersonal intelligence and intrapersonal intelligence, related specifically to 
social and emotional concerns (Gardner, 1983).  Proponents of this theory suggested that 
the educational community typically rewarded students who appear to be gifted in the 
more traditional areas of intelligence, such as linguistics or logic, but failed to give 
reinforcement students with gifts in other areas (Gardner, 1983).   
Gardner (1983) maintained that all teachers, from pre-school to graduate school, 
could benefit from examining different pathways to learning.  The two pathways that fit 
most effectively with social and emotional concerns were:  1) self-reflection, which was 
linked with intrapersonal intelligence, and 2) social experiences, which was linked with 
interpersonal intelligence.  While little empirical evidence demonstrated that multiple 
intelligences exist, the idea that more than one kind of intelligence exists has sparked 
considerable interest by some in the educational community. 
Salovey and Mayer (1990) were two of the first psychologists to promote a 
specific intelligence outside of the cognitive domain, which they referred to as 
“emotional intelligence” (p. 189).  Salovey and Mayer (1990) described emotions as 
“organized responses, crossing the boundaries of many physiological, cognitive,  
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motivational, and experiential systems” (p. 186).  These psychologists proposed that 
emotions normally occur in response to some kind of internal or external event that has 
significant meaning, either positive or negative, for the individual.  Salovey and Mayer 
distinguished the term “emotions” from the term “mood”, stating that emotions, while 
related to mood, are usually more intense and shorter in duration than mood.   
These psychologists considered responses to emotions as adaptive, with the 
potential to become enriching experiences, because individuals with good emotional 
intelligence would be able to accurately gauge their own emotional responses as well as 
the affective responses of others and act appropriately to the benefit of all (Salovey & 
Mayer, 1990).  Additionally, Salovey and Mayer believed that “emotions subtly but 
systematically influence some of the components and strategies involved in problem 
solving” (1990, p. 197).  Although, Salovey and Mayer (1990) conceded that much of the 
research done on emotional intelligence was scattered throughout many subfields of 
psychology, they believed that the benefits of further study would yield important results.  
For the last two decades, other psychologists and researchers have echoed these 
sentiments, expanding on the concept and linking it to students‟ learning in and out of the 
classroom.  For example, this concept received considerable attention with the 1995 
publication of Goleman‟s book entitled Emotional Intelligence: Why it can matter more 
than IQ.   
 
Expanding the Concept - Recent Literature Framing the Debate          
Educators want their students to become responsible, caring individuals who will 
become erudite life-long learners (Elias, Wang, Weissberg, Zins, & Walberg, 2002;  
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Payton, Wardlaw, Graczyk, Bloodworth, Tompsett, & Weissberg, 2000; Zins, Elias, 
Greenberg, & Weissberg, 2002).  Most educators care deeply about their students and 
realize that it is an educator‟s job to prepare students for the real world (Elias, et al. 2002; 
Kress, & Elias, 2006; Kress, Norris, Schoenholz, Elias, and Seigle, 2004).  Kress et al. 
(2004) point out that, “Despite the pressure for improving academic standards, we have 
yet to hear an educator tell us that he or she wants top test scores to be his or her legacy” 
(p. 69).  Elias et al. (2002) concur, suggesting that most teachers strive to provide their 
students with the skills needed to become outstanding citizens, rather than just 
outstanding test-takers.  Yet, is it fair to expect teachers to incorporate factors related to 
students‟ social and emotional learning into their teaching strategies, when demanding 
curriculum requirements, including those linked to the No Child Left Behind (NCLB) 
Act, have already left many teachers feeling overextended and overwhelmed (Meier, 
Kohn, Darling-Hammond, Sizer, & Wood, 2004; Opfer, Henry, & Mashburn, 2008)?  
Some authors argue that it is not only fair, it is imperative that we do so if we have each 
child‟s best interest in mind (Cross, 2004; Elias, Zins, Graczyk, & Weissberg, 2003; 
Goleman, 2005; Kress, et al., 2004; Stein & Book, 2006; Willis, 2006).  The argument is 
made that children who learn to manage their emotions well will actually be more 
successful in school because they will be better able to focus their attention, process key 
information, and store that learning into their long-term memories (Elias, et al 2002; 
Kress et al., 2004; Goleman, 2005; Willis, 2006). This begs the question, how do teachers 
accomplish the task of including social and emotional concerns in the classroom?  One 
solution, selected by a relatively small number of school systems across the United 
States, is to incorporate specific social and emotional learning (SEL) programs.   
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The idea of incorporating SEL programs into school curriculums is not 
universally embraced by all educators.  Educators‟ rationales for accepting or rejecting 
these programs are diverse.  Some programs which are framed as prevention programs, 
resistance programs, or wars against specific problems may have very limited success 
rates and may eventually lead to skepticism towards the idea of incorporating social and 
emotional learning into the classroom (Elias et al., 2001; Shriver & Weissberg, 1996).  
Some opponents believe that it is the parent‟s role to teach moral values (McCombs, 
2004; Palmer, 1999) and educators should not intervene.  Still others argue that social and 
emotional learning develops naturally and does not need to be consciously incorporated 
into the school curriculum.  Proponents of SEL respond to that criticism by reminding 
educators that things like quantitative reasoning skills can also develop informally, but 
that does not mean that educators should not make a concerted effort to teach math in 
schools (Elias et al., 1997). 
With the many demands being placed on educators today, it is not surprising that 
time also frequently plays a role in the debate, especially as the impact of the NCLB Act 
continues to mount (Meier et al., 2004; Opfer et al., 2008).  Some individuals view SEL 
programs as detracting from the primary function of schools -- teaching academic skills.  
These educators believe that all available time and energy must be spent on addressing 
the content and skills that students need to pass required examinations (Elias et al., 1997; 
Bruene-Butler, Blum, & Schuyler 2000).  Still other educators, while recognizing the 
importance of social and emotional learning, are cautious about promoting any type of 
program that does not provide them with clear, discernable benefits to students‟ academic 
achievement, which is generally being measured by test scores (Elias et. al; 1997, Elias,  
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Bruene-Butler, Blum, & Schuyler 2000).   To carefully consider all sides of the debate, it 
is wise to examine the research that has been done in this area. 
 
Research on SEL Programs 
While a variety of SEL programs are being instituted in classrooms across the 
United States, an abundance of rigorous research, particularly research linking SEL 
programs with academic outcomes has not been completed. However, a recent meta-
analysis of 207 SEL program studies, involving 288,000 elementary and secondary 
students showed promising results (CASEL, 2007).  The researchers found that, 
compared to students not involved in SEL programs, students participating in SEL 
programs improved significantly in the following areas: 
1.  social and emotional skills 
2.  attitudes about themselves, others, and school 
3.  social and classroom behavior 
4.  conduct problems such as classroom misbehavior and aggression  
5.  emotional distress, such as stress and depression  
6.  achievement test scores and school grades (CASEL, 2007;  R. P. Weissberg, 
personal communication, March 24, 2008) 
Specifically, when examining studies that included academic outcomes, the researchers 
found that students participating in SEL programs scored 11 percentile points higher on 
standardized achievement tests than those students who did not participate in such 
programs.  Additionally, these positive outcomes of SEL programs appeared to be  
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maintained over time within the studies that included follow-up data (CASEL, 2007; R. 
P. Weissberg, personal communication, March 24, 2008).  
Other studies of individual programs have shown positive results in certain areas.  
The Three Cs Program (i.e., Cooperative Community, Constructive Conflict Resolution, 
and Civic Values) is based on conflict theories and social interdependence (Johnson & 
Johnson, 2004) and has been implemented in multiple settings across six continents.  The 
implementation of this program in extremely diverse settings ranging from rural schools 
in third world countries to urban schools in industrialized nations is unusual.  It speaks to 
the programs‟ ability to serve the needs of children from many different backgrounds 
(Johnson & Johnson, 2004).     
  Different components of the Three Cs Program have been researched by Johnson 
and Johnson and their colleagues since the 1980s.  In 1989, the researchers concluded 
that “cooperation promotes considerably greater effort to achieve than do competitive or 
individualistic efforts” (Johnson & Johnson, p. 43) and encourages “more frequent use of 
higher-level thinking reasoning strategies” (p.46).  Between 1988 and 2000, Johnson and 
Johnson and their colleagues conducted sixteen studies that focused on the peaceful 
conflict component of the Three Cs Program. A meta-analysis of the studies found that 
student referrals to administrators dropped by almost 90% and other discipline problems 
(as reported by teachers) were reduced by 60%.   Additionally, results showed that “when 
integrated into academic units, the conflict resolution training tends to increase academic 
achievement and long-term retention of academic material (effect sizes = 0.88 and 0.70, 
respectively)” (Johnson & Johnson, 2004, p. 55).  Johnson and Johnson also reported that 
positive social supports and emotional bonding promoted within the Three Cs Program  
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leads to positive results such as willingness to listen to others and complete difficult tasks 
while maintaining a drop in absenteeism and dropout rates. 
Another successful program that deals with identifying feelings, developing 
empathy, and resolving conflicts in schools is the Resolving Conflict Creatively Program 
(RCCP).  This program provides staff development and teaching guides to assist teachers 
in covering topics related to “social and emotional learning, including active listening, 
assertiveness, handling feelings, negotiation, mediation, celebrating differences, and 
countering bias” (Brown, Roderick, Lantieri, & Aber, 2004, p. 152). RCCP originated in 
New York City and has spread to other cities in Alaska, California, Georgia, Louisiana, 
Massachusetts, New Jersey, New York, and Oregon.   
Extensive research of the RCCP program involving 11,000 children and 350 
teachers in the New York public schools was completed in conjunction with the National 
Center for Children in Poverty (NCCP) at Columbia University.  Data was collected from 
both teachers and students in the fall and spring of the 1994-1995 and 1995-1996 school 
years.  The research found that “high rates of instruction in the RCCP curriculum across 
two years were significantly related to positive changes in children‟s academic 
achievement and social and emotional developmental trajectories, reducing their risk of 
future school failure, aggression, and violence” (Brown et al., p. 161). 
A third well researched program is the Promoting Alternative Thinking Strategies 
(PATHS) curriculum.  Psychoanalytic theory and neuroscience played key roles in the 
development of the PATHS curriculum, which emphasizes “teaching children the process 
of joyful discovery, as well as learning how to learn” (Greenberg, Kusché, and Riggs, 
2004, p.176).  Children involved in the PATHS program are taught to participate in  
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reflective thinking, recognize and discuss their feelings about classroom experiences and 
successfully problem solve within a supportive classroom environment (Greenberg et al., 
2004)  
Additional research studies have been conducted with students involved in the 
PATHS program in the United States, including two groups of special needs children 
(Greenberg et al., 2004; Greenberg, Domitrovich, Graczyk, & Zins, 2001; Greenberg & 
Kusché, 1998).  Research on the PATHS program has also been completed in the United 
Kingdom (Kelly, Longbottom, Potts, & Williamson, 2004).  Researchers in both the 
United Kingdom and the United States reported a wide variety of positive outcomes in 
classrooms using the PATHS curriculum, including a reduction in behavior risks such as 
aggression and depression, as well as improvements in protective factors involving social 
and emotional competencies.  
Although research in four clinical trials indicated that the PATHS program 
generally was shown to “improve protective factors (social cognition, social and 
emotional competencies) and to reduce behavior risks (aggression and depression)” 
(Zins, et al., 2004, p. 183), different specific cognitive and academic findings were 
reported for each of the trials.  In a study of regular education students, significant 
improvement was found in two areas of problem solving, although no significant effects 
were reported on the California Achievement (CAT) reading and math tests.  However, in 
another study involving deaf children who were participating in the PATHS program, 
significant improvement in reading, as well as some improvement in math sections of the 
Stanford Achievement Test were reported (Greenberg & Kusché, 1998; Greenberg et al., 
2004).  Overall, program results showed an increase in social and emotional  
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competencies, as well as improvement in some problem solving skills involving cognitive 
tasks.  The research indicated mixed results on academic achievement tests, at times 
showing significant improvement and at other times showing no significant change.  
There was no evidence that participating in the PATHS program influenced students 
negatively in their academic, social or emotional domains. 
 Although the results of these studies, as well as other studies involving other SEL 
programs (Greenberg, Weissberg, O'Brien, Zins, Fredericks, & Resnik et al., 2003; Zins, 
Weissberg, Wang, & Walberg, 2004) point to a selection of different positive outcomes, 
caution should be taken in generalizing these results to all SEL programs.  SEL programs 
are unique; while social and emotional learning is an integral component of each, goals 
and implementation strategies vary substantially.  Programs are sometimes met with 
mixed receptions from educators.  While some educators embrace SEL programs, others 
put forth minimal effort in implementing the programs (Zins et. al, 2004) which in turn 
can influence program outcomes.  Additionally, only a small number of programs have 
been rigorously researched and many studies have been done by individuals directly 
linked to those programs.  Finally, relatively few schools in the United States are 
currently using specific SEL programs.  Therefore, in order to get a more balanced 
picture of the role that social and emotional factors may play in students‟ school 
experiences, it is essential to examine current literature dealing with social and emotional 
issues, including research that is not directly linked to specific SEL programs.   
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What We Are Learning From Brain Research 
In recent years, evidence has begun to surface through the field of 
neuropsychology that indicates a connection exists between social and emotional 
influences and cognitive learning (Brendtro et al., 2005; Davidson, Jackson, & Kalin, 
2000; Goleman, 2005; Perry, 1996; Sousa, 2001; Urry et al., 2004; Wagner et al., 2004; 
Willis, 2006).  “Processes we had considered pure „thinking‟ are now seen as phenomena 
in which the cognitive and emotional aspects work synergistically” (Elias, Bruene-Butler, 
Blum, & Schuyler, 1997, p. 3).  Studies using medical technologies such as computerized 
tomography scans (CT scans), electroencephalography (EEG scans), positron emission 
tomography (PET scans) and functional magnetic resonance imaging (fMRI scans) are 
providing insights into how the brain works to either process or block the almost constant 
stream of information it encounters (Sousa, 2001; Willis 2006).  Authors such as 
Davidson, Jackson, and Kalin, (2000), Goleman (2005), Sousa (2001) and Willis (2006) 
believe that emotions can play a significant role in one‟s ability to learn and some brain 
research is beginning to give credence to those beliefs. 
In one study using fMRI scans, researchers examined the impact that vocal and 
facial expressions of anger and happiness had on specific regions of the brain.  Forty 
participants were scanned while listening to a vocal expression and simultaneously being 
shown a facial expression with the same or contrasting emotions.  “Happy voices elicited 
significantly more activation than angry voices [and] happy voices were related to higher 
activation only when paired with happy faces” (Johnstone et al., p. 242).  These results, 
along with other similar studies (Compton et al., 2003; Shackman & Pollak, 2005),  
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indicate that numerous regions of the brain are engaged when processing vocal emotion, 
particularly for expressions of happiness. 
Functional magnetic resonance imaging scans have also been used in placebo 
analgesia experiments.  These experiments are based on the premise that both 
physiological and psychological factors, including one‟s beliefs and expectations, can 
influence an individual‟s response to painful situations (Wagner et al., 2004).  In two 
studies completed by Wagner et al., participants were given electrical shocks to their 
wrists under a variety of carefully controlled conditions.  The researchers found that the 
placebo analgesia: 
was related to decreased brain activity in pain sensitive brain regions,  
including the thalamus, insula, and anterior cingulate cortex, and was  
associated with increased activity during anticipation of pain in the  
pre-frontal cortex, providing evidence that the placebos alter the  
experience of pain. (p. 1162) 
These findings support the hypothesis of Wagner et al. that “placebo manipulations 
decrease neural responses in brain regions that are pain sensitive…[and that] … the 
magnitude of these neural decreases correlates with reduction in pain” (p. 1165).   While 
these studies cannot be generalized to all kinds of pain or different types of pain-
reduction placebos, the use of the brain scans are enabling researchers to produce more 
concrete evidence concerning the role that psychological factors play in the brain‟s 
functioning. 
Medical technology also has allowed researchers to learn more about how the 
different parts of the brain function in relation to learning.  Two of the structures in the  
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brain that are linked to long term memory (the amygdala and thalamus) are located in the 
limbic (emotional) system of the brain (Sousa, 2001).  Willis (2006) explained that 
“when the gatekeepers of the limbic system are jump-started by positive emotion, more 
brain activity is seen passing through these portals and lighting up the frontal lobe 
memory storage centers” (p. 40).  Some psychologists, educators and physicians believe 
that the manner in which a child encounters information is of primary importance 
(CASEL, 2007; Davidson, Jackson, & Kalin, 2000; Davidson & McKenzie, 2000; 
Goleman, 2005; Sousa, 2001; Willis, 2006).  Neurologist and educator, Judy Willis 
(2006), hypothesized that if learning occurs in a novel or creative fashion that is linked to 
positive social and emotional cueing, it is much more likely to make it into a child‟s long 
term memory (Willis, 2006).   
This hypothesis supports the premise that the emotional tone of a classroom may 
have a significant impact on how well children will learn, since the emotions associated 
with the learning that is taking place will become a part of the nondeclarative memory 
system (Sousa, 2001; Willis, 2006).  Neuroscientists now know that the reticular 
activating system (RAS) acts as a kind of filter for incoming stimuli that helps the brain 
decide what information to store and what to ignore (Sotres-Bayon, Bush & LeDoux, 
2004; Willis; 2006).  Establishing a safe and caring environment where learning can take 
place helps to assure that information will not be blocked by the child‟s RAS (Goleman, 
2005; Sotres-Bayon, Bush & LeDoux, 2004; Sousa, 2001; Willis, 2006).   
Additional research using PET scans have provided us with a kind of hierarchy of 
brain activity depending on how lessons are presented (Sousa, 2001; Willis, 2006). 
According to one study using these scans (Willis, 2006), the least amount of activity was  
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apparent when a child was simply asked to read silently, while more brain activity was 
reported when the story was presented in a multisensory fashion.  The brain activity 
increased even further when the child was asked to make the story more personal by 
relating it to some facet of his or her life.  The greatest amount of brain activity appeared 
when the child was told that he or she would be allowed to share the information with 
others (Willis, 2006).  In other words, allowing the child to personalize the information 
and share that knowledge with others was not only a positive learning experience in 
which the child could be actively involved from both a social and emotional standpoint, 
but it significantly stimulated brain activity and memory. 
  Sousa (2001) suggested that emotion is a “powerful and misunderstood force in 
learning and memory” (p. 43).  Under certain circumstances emotions can cause the 
release of hormones, which in turn will enhance memory by stimulating the amygdala to 
signal different regions of the brain to strengthen the memory (Davidson, Jackson, & 
Kalin, 2000; Sousa, 2001; Willis, 2006).  According to Willis (2006), recent research has 
revealed that during positive emotional states in which neuroimaging showed metabolic 
states of low-level stimulation in the amygdala, students displayed: 
  better working memory, improved verbal fluency, better episodic  
memory for events, more flexible thinking yielding creative ideas  
for problem solving. They even show more positive social behaviors – 
helpfulness, sociability, focus, patience, and other higher-order  
executive function and decision-making abilities. (p. 24) 
  During periods of learning where a positive stimulating challenge is presented, 
hormones are released in small amounts that can aid in the brain‟s memory function  
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(Kato and McEwen, 2003; Sousa 2001; Willis, 2006).  When released in response to such 
things as positive feedback from a teacher or a pleasant surprise in the classroom, the 
hormones can “promote growth of new dendrites and synaptic connections between 
neurons.  This creates additional circuits and connections between the new information 
and existing knowledge for greater recall and higher-order thinking” (Willis, 2006, p. 66).  
Simply put, there are more pathways from which the child‟s brain can make connections, 
which in turn can have an ongoing positive effect on a child‟s cognitive development and 
academic achievement.  
  When information linked to strong emotional data is presented to the brain, it 
takes top priority.  In fact, if the emotion is strong enough, the other cerebral processes 
may even be suspended and the emotions, be they positive or negative, seem to supersede 
one‟s rational thought processes (Davidson et al., 2000; Goleman, 2005; Sousa, 2001; 
Willis, 2006).  Sousa (2001) described this phenomena as a kind of override of conscious 
thought that can be “strong enough to cause temporary inability to talk (I was 
dumbfounded) or move (I froze).  This happens because the hippocampus is susceptible 
to stress hormones which can inhibit cognitive functioning and long term memory” (p. 
42).  Scientists now know that if emotions are strong enough, they may block the learning 
process through something called the affective filter.  The use of functional MRI (fMRI) 
scans can now be used to confirm that the amygdala has the capability to take control of 
what the brain is thinking even before the neocortex has reached a decision (Goleman, 
2005; Sotres-Bayon, Bush & LeDoux, 2004; Willis, 2006).   
  In controlled experiments, neurologists also have visually observed the effect that 
negative emotions play on the limbic system.  When the brain becomes over-stimulated  
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by stress-provoking emotions, the fMRI scans will display an increased metabolic 
activity (lighting up) in the limbic areas of the brain.  Additionally, the information being 
presented is not reaching the long-term memory centers located in the frontal lobe.  This 
is because the amygdala is flooded by an overwhelming amount of neural metabolic 
activities and therefore the memories cannot pass through to the memory storage and 
reasoning parts of the brain.  This phenomena is demonstrated when these areas do not 
show metabolic activation on PET scans (Willis, 2006). 
  Furthermore, the amygdala may already be reacting before other parts of the 
brain, such as the neocortex, have fully processed the information and developed a more 
complete picture and appropriate reaction (Sotres-Bayon, Bush & LeDoux, 2004).  
Goleman (2005) concluded that “some emotional reactions and emotional memories can 
be formed without any conscious, cognitive participation at all.  The amygdala can house 
memories and response repertoires that we enact without quite realizing why we do so…” 
(p. 18).   Goleman stated that because the amygdala does not always wait for the more 
fully informed neocortex to disclose its plan, the amygdala may actually be “a repository 
for emotional impressions and memories that we have never known about in full 
awareness” (p.19).   
Furthermore, Goleman (2005) contended that since some of the memories may 
have occurred when the child was very young and did not have the vocabulary to express 
these feelings in the appropriate words, it is possible that the child may never be able to 
articulate the exact thoughts and feelings that sometimes seem to just come bursting 
forward without any clear explanation.  The emotional feelings the child is experiencing 
may be very real, but the child may truly be unable to express exactly why he is feeling  
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this way.  Therefore, when a teacher asks a student why he or she would do such a thing 
and the student responds that he or she doesn‟t know, it is quite possible that the student 
may be telling the truth. This explanation may be no less frustrating for the child than it is 
for the teacher.  This is one possible explanation for why some children struggle to deal 
with the many events that take place in a typical classroom environment. 
  Negative emotions can also play a vital role on how the brain responds to sensory 
input.  Sousa (2001) referred to this as a “hierarchy of response” (p. 42) and explains that 
input deemed to be of higher priority is placed ahead of that deemed to be of lower 
priority, diminishing the possibility that the less important information will be processed.  
One way that the brain decides what is of highest priority is if it perceives the data as 
posing some kind of a threat to the child‟s survival.  So, for example, if a student is being 
threatened by a bully at school, that information would be processed immediately.  Sousa 
(2001) wrote that “upon receiving the stimulus, the reticular activating system (RAS) 
sends a rush of adrenaline throughout the brain, shutting down all unnecessary activity 
and directing the brain‟s attention to the source of the stimulus” (p. 42). Goleman (2005) 
referred to this as the “emotional hijacking” (p. 13) of the brain. 
  Students for whom English is a second language also face their own personal 
challenges which add to additional stress.  Krashen (1981) studied the success rates of 
students acquiring a second language.  His research indicates that language acquisition 
slowed when learners experienced high stress rates.  Before the scientific evidence was 
available, Krashen (1981) theorized that low self-esteem and anxiety were contributing to 
a kind of mental block that prevented new learning from occurring.  Today, fMRI scans  
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and other technological advances show evidence of such an affective filter (Davidson, 
Jackson, & Kalin, 2000; Willis, 2006).  
  Additionally, students may arrive at school already in a stressed state because of 
something that happened at home or in another setting.  If the state of anxiety or stress is 
ongoing, eventually the brain will undergo physical changes.  Dendrites that are critical 
to making neural connections will be lost and synapses in the hippocampus will not 
occur.  Therefore, new information cannot reach the regions of the brain where it should 
be processed and linked to previous experiences and knowledge so that it can be stored in 
long term memory (Pawlak et al., 2003; Sousa, 2001; Willis, 2006).  Willis (2006) 
reported that “Stress in the classroom or elsewhere, especially when associated with 
anxiety or fear, releases a chemical called TMT, or trimethyltin, into the brain.  TMT 
disrupts brain cell development” (p. 59).  According to Willis (2006), not only is both 
short-term and eventually long-term memory impaired when TMT is present, but the 
presence of TMT can affect work efficiency, motivation and creative problem solving.  
Additionally, there is some evidence that “while students under stress may appear to 
work harder, the quality of the work decreases” (Willis, 2006, p. 59).   
  How the brain works and what role social and emotional factors play in a 
student‟s learning continues to be explored in the educational, psychological and medical 
communities.  While much has been discovered in the last few decades, researchers have 
just begun to scratch the surface in exploring exactly how the brain functions.  As 
technological advances continue to emerge and research moves forward, there is no doubt 
that educators can benefit from the knowledge produced by the results of that research.  
In the meantime, it is helpful to continue to explore other research going on within the  
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classroom, as well as philosophical discussions taking place in the educational 
community concerning social and emotional concerns of children in the classroom. 
 
Learning Environments – Positive and Negative both Play a Role 
  Many educators believe that meeting students‟ social and emotional needs in 
the classroom is one prerequisite for optimal learning (Brandt, 2003; Bowman & Moore, 
2006; Cross, 2004; Elias et al., 2002; Elias et al., 2003; Kress et al., 2004; Payton, 
Wardlaw, Graczyk, Bloodworth, Tompsett, & Weissberg, 2000; Zins et al., 2004).  
“When translated into the classroom, social and emotional learning broadens the 
framework of learning and addresses the complex interplay of emotions and cognition in 
learning, remembering, and understanding” (Kress et. al., 2004, p. 72).  Brandt (2003) 
reinforced the belief that learning is not a purely cognitive phenomenon; rather it is a 
process that is interwoven with students‟ social and emotional needs within the context of 
their individual learning environments.  Educators working in the field have seen the 
impact that emotions appear to have on attention, learning, and memory and suggest that 
even simple tasks like following directions can be more difficult if students are distracted 
by social and emotional issues (Elias et al., 2002; Sousa, 2001; Willis, 2006, Zins et al., 
2004). 
We also know that students‟ self-efficacy can play a role in their academic 
achievement (Bandura, Barbaranelli, Caprara, & Pastorelli, 1996; Bandura, Barbaranelli, 
Caprara, & Pastorelli, 2001) and that students‟ “perceptions of their own ability to 
perform affect their willingness to try new things and to persist in the face of challenge” 
(Burney & Cross, 2006, p. 19).  This, along with other social and emotional  
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competencies, can have a dramatic effect on how much a student learns and what the 
student does with that knowledge, including setting appropriate academic and career 
goals for themselves (Bandura, Caprara, Barbaranelli, Gerbino, & Pastorelli, 2003).  
Bandura et al. (2001), wrote, 
Unless people believe they can produce desired outcomes by their 
actions, they have little incentive to act or to persevere in the face  
of difficulties.  Whatever other factors may operate as guides and 
motivators, they are rooted in the core belief that one has the power 
to produce effects by one‟s actions. (p. 187) 
For this reason, many educators and researchers believe that it is imperative that 
teachers promote a climate that fosters good emotional security in the classroom, where 
students feel free to take risks (CASEL, 2007; Klem, & Connell, 2004; Ryan, Gheen, & 
Midgley, 1998).  Educators need to establish environments where students “sense that the 
teachers want to help them be right rather than catch them being wrong” (Sousa, 2001, p. 
44).  In other words, there are environments where the educators sincerely care about all 
of his or her students.   
Elias et al. (2004) pointed to the importance of caring.  They wrote, “Caring, is 
central to the shaping of relationships that are meaningful, supportive, rewarding and 
productive [and] caring, the value that most Americans seem to agree is most necessary 
in adult life, is rooted in the social and emotional development of childhood” (p. 6).  This 
premise seems to be confirmed by ongoing research.  In one qualitative study, Brown 
(2003) examined classroom practice and educational philosophies of thirteen successful 
educators working in urban settings.  He found that “all of the thirteen teachers  
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interviewed described actions that demonstrated genuine care for students… the 
development of trusting and respectful relationships with their students was critical to 
successful urban teaching” (Brown, 2003, p. 279). 
Caring occurs when students feel not only accepted but appreciated, regardless of 
their particular strengths and weaknesses, and believe that they have something to 
contribute (Brown, 2003; Cross, 2004; Elias, et al., 2002; Willis, 2006).  If learning is to 
take place, all children need someone to whom they can turn in order to both celebrate 
their achievements and work through their hardships (Bronfenbrenner, 1979; Cross, 
2004; Zins et al., 2004).  Elias et al. (1997) believe that children are “emotionally attuned 
to be on the lookout for caring, or lack thereof, and they seek out and thrive in places 
where it is present.  The more emotionally troubled the student, the more attuned he or 
she is to caring in the school environment” (p. 6). 
The importance of establishing trusting, caring, relationships within the 
classroom, where educators take time to really listen to their students is thought to be 
paramount by many psychologists and educators (Brown, 2003; Elias et al., 2002; Kress, 
et al., 2004; Willis, 2006). Brown (2003) pointed out that “Educators must be aware of 
specific verbal and nonverbal communication styles that affect students‟ ability and 
motivation to engage in learning activities.  Listening is one of the most powerful means 
of establishing effective communication patterns with students” (p. 280).  
Not all children come from caring homes with good parent-child communication, 
nurturing, and understanding.  Additionally, the safety nets that were once provided by 
extended families and small close-knit communities are often missing.  Social support by 
caring adults can help buffer adversity (Bowman & Moore, 2004; Fish, Jacquet, & Frye,  
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2002; Reynolds, Ou, & Topitzes, 2004); it is important that someone fills that role for 
learning to take place.  One educator participating in a qualitative research study 
reminded the researcher that educators should be there to “teach kids not subjects!” 
(Brown, 2003, p. 278).  Bronfenbrenner, 1979, emphasized the significant role of a caring 
adult by stating simply that, “Someone has to be crazy about that kid!" (p. 98).    
Research has consistently reinforced the importance of establishing a caring 
environment in the classroom.  Ryan, Gheen, and Midgley (1998) reported that students, 
including students with low self-efficacy, do better academically in classrooms that are 
caring, supportive and friendly because the students do not fear negative judgments and 
feel more comfortable interacting with both the teacher and their peers, including asking 
for help when needed.  Banerjee and Henderson (2001) concurred, stating “Socially 
anxious individuals want to make a positive impression on others but fear and expect that 
they will be evaluated negatively by others” (p. 558).   Ryan et al. (1998) completed a 
study of 516 sixth grade students of diverse backgrounds from 10 middle schools using 
student and teacher reports in order to assess 1) avoidance of seeking help 2) academic 
self-efficacy and 3) the teacher‟s role in meeting students‟ social and emotional needs as 
well as academic needs.  The study found that: 
The teacher‟s concern about social-emotional nurturing lessened the 
relation between efficacy and help avoidance.  Thus, the distressing 
situation where low-efficacy adolescents avoid seeking help more 
than do their high-efficacy peers is ameliorated when teachers are 
concerned with their students‟ social-emotional needs.  This suggests 
that warm, supportive relationships empower low-efficacy students to risk  
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asking for help. (p. 540) 
Other research studies (Baker, 1999; Burchinal, Peisner-Feinberg, Pianta, & 
Howes, 2002; Lynch & Cicchetta, 1992) confirm these findings -- secure and supportive 
relationships with teachers can be essential in advancing positive outcomes for children 
who might otherwise have difficulty in school.  Baker examined teacher-child 
relationships among poor, urban, black children in grades three through five using 
multiple data including questionnaires, interviews and observations, and concluded that 
“perceptions of a caring, supportive relationship with a teacher and a positive classroom 
environment were related to school satisfaction by as early as third grade” (1999, p. 57).   
Burchinal et al. found a positive correlation between close student-teacher relationships 
and children‟s receptive vocabulary and reading abilities in preschool to second grade. 
In addition to the classroom, supportive environments can also be established 
through small group or individual sessions with a school counselor.  Steen and 
Kaffenberger (2007) found there was a positive correlation between academic 
improvement and small group counseling in the elementary setting. The data in this study 
was collected using 24 students in grades 3, 4, and 5 who participated in small group 
counseling sessions at their elementary school.  These students, who came from diverse 
backgrounds, met once a week during lunch to discuss a variety of topics using different 
counseling strategies. Pre-assessments and post-assessments by teachers and students 
were completed and first and third quarter grades were examined.  Eighteen of the 
twenty-four students (75%) reported they were doing better in the classroom.  This 
information was confirmed by teachers who reported that the students had improved  
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learning behaviors following the small group counseling sessions.  In addition, 60% of 
the students‟ language arts grades improved by at least one letter grade. 
 
Consequences of Negative Learning Environments   
How a child feels about a learning situation will often determine how the child 
approaches the learning and the amount of time the child is willing to invest in that 
learning (Brendgen, Wanner, Vitaro, Bukowski, & Tremblay, 2007; Goleman, 2005; 
Sousa, 2001).   Not all children feel optimistic or express contentment in school. 
Frequently these children can be identified early in their school experiences.  In a 3-year 
longitudinal study of young children, researchers Chapman, Tunmerm & Prochnow 
(2000) found that students with particularly low self-confidence early in their academic 
careers often kept those negative views and continued to struggle as they advanced 
through the primary grades.  Other studies have found that some young children are 
significantly influenced by criticism, leading to an unwarranted lack of confidence.  This 
lack of confidence affects the students‟ willingness to complete their work and eventually 
may lead to a pattern of learned helplessness (Patrick, Mantzicopoulos, Samarapungavan, 
& French, 2008; Smiley & Dweck, 1994).   
Unfortunately, students‟ perceptions of frequent criticism from their teachers are 
sometimes accurate.  In a qualitative study involving 21 kindergarten and 29 first grade 
teachers, teachers frequently expressed negative emotions when discussing classroom 
behaviors.  Additionally, researchers noted that “Teachers expressing more negative 
affect about a child in their classroom showed a larger number of interactions and more 
observed negative affect toward the child in the classroom” (Stuhlman & Pianta, 2001).    
 
 
44 
Ladd, Birch, and Buhs (1999) found that students who were in frequent conflict with their 
teachers were less engaged in the classroom and were less likely to do well academically 
(Ladd & Burgess, 1999).   
Negative interactions between students and teachers can lead to unforeseen long-
term effects (Bowman & Moore, 2006).  Repeated studies (Pianta & Steinberg, 1992; 
Pianta & Stuhlman, 2004) reported that along with the child‟s academic ability, the 
teacher-child relationship can influence a decision to retain a child in kindergarten.  
Negative interactions can also set the stage for negative feelings which can eventually 
lead to a withdrawal from learning.  Patrick et al. (2008) conducted a study with 110 
kindergarteners who possessed differing motivational profiles in regards to learning 
science.  The children‟s motivational profiles did not appear to differ with achievement 
level, gender, or race.  However, “children who reported low competence had fewer than 
average supportive and non-supportive interactions” (p. 139) with their teachers while 
those with the “high motivational pattern reported the most support” (p. 138) from their 
teachers. 
Teachers who verbally abuse students by belittling the students‟ efforts or 
berating their academic performances may be impeding the students‟ opportunity for 
academic success.  Brendgen, Wanner, & Vitaro (2006) examined “(1) the course and 
stability of verbal abuse by the teacher from kindergarten through grade 4 and (2) the link 
between verbal abuse by the teacher and children‟s behavioral, emotional, and academic 
adjustment” (p.1585).  The researchers found that verbal abuse by teachers towards 
students was a “highly stable phenomenon for at-risk children” (p. 1586) with 15% of 
elementary school age children at risk for being verbally abused by a teacher.   Brendgen  
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et al., (2006) reported that a verbally abused child may eventually begin to believe that he 
or she is not capable of being successful under any circumstances, which in turn may lead 
to poor academic achievement as well as negative self-perceptions.  Furthermore, there 
appears to be a troubling relationship between students‟ self-efficacy and the likelihood 
that the students will seek help.  In a study of middle school students, Ryan et al. (1998) 
found that “The students who do not feel capable of doing their work are the ones most 
likely to avoid asking for help.  The very students who need help the most seek it the 
least” (p. 529).   
 
Social and Emotional Needs Across Developmental Stages of Childhood 
Providing a supportive caring environment in which children can learn is 
important at all stages of a child‟s life (American Psychological Association, 2001; 
Bronfenbrenner; 1979; Elias, Bruene-Butler, Blum & Schuyler, 1997; Neihart, Reis, 
Robinson, & Moon, 2002; Zins et al., 2004).  Even in the first few years of life, the child 
is learning how to deal with stress.  “During that time, the limbic system and the cortex‟s 
rational system are evaluating each other‟s ability to get its owner what it wants” (Sousa, 
2001, p. 25).  Although what is learned during this period can, with effort, be unlearned, 
it can have a significant influence on how the child deals with stress in the future, 
including in the classroom (Davidson, Jackson, & Kalin, 2000; Sousa, 2001).   
Thus, nurturing environments that provide positive, yet appropriate, responses 
from adults in the child‟s environment can have a significant impact on how the child 
will respond socially and emotionally as he or she moves through the early school years 
(Baker, 1999; Bowman & Moore, 2006; Elias et al., 1997; Burchinal, Peisner-Feinberg,  
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Pianta, & Howes, 2002; Gellens, 2000; Lynch & Cicchetta, 1992; Sousa, 2001).   In a 
longitudinal study of 733 children ages four through eight who attended childcare before 
entering kindergarten, the researchers found that the “closeness of the teacher-child 
relationship was related to both cognitive and social skills, with the strongest effects for 
the latter” (Peisner-Feinberg, Burchinal, Clifford, Culkin, Howes, Kagan, & Yasejian, 
2001, p. 1534).    
“School readiness is now being redefined to include measures of social and 
emotional capacities that are equally important predictors of academic achievement, in 
part because, like cognitive skills, they are an indication of healthy brain development” 
(Halfon, Shulman, & Hochstein, 2001).  To thrive, young children need to have their 
feelings validated and to feel love, safety and respect (American Psychological 
Association, 2001; Frost, 1998; Gellens, 2000).  Breslin (2005) cautions educators 
against focusing on negative labels such as “at risk” (p. 47) in the quest to eradicate 
negative behaviors.  Instead, Breslin suggests that teachers need to promote students 
competencies and strengths while setting high positive expectations and helping students 
foster coping skills.  
Even in kindergarten, relationships between educators and their students can have 
a significant impact on children‟s lives.  In a study of 207 kindergarten children that 
examined closeness, dependency and conflict in teacher-child relationships, close 
positive relationships between the teacher and child were linked to high academic 
performance by the child and positive evaluations by the teacher.  However, what was 
viewed as an over-dependency by the child was strongly correlated with children‟s poor 
academic performance and difficulty in adjusting to the school environment.  In two  
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additional studies examining the social and scholastic influences of kindergarteners, 
Ladd, Birch, and Buhs (1999) concluded that “stressful aspects of children‟s peer and 
teacher relationships in the school environment adversely impact classroom participation 
and achievement” (p. 1373).  Furthermore, they concluded that classroom participation 
plays a vital role in students‟ achievement in kindergarten.  
There is some evidence, however, that such negative experiences can be 
ameliorated if the child is placed in an appropriate learning environment.  The results of 
one study completed by Hamre and Pianta (2005) indicated that a warm caring 
environment with good student-teacher relationships can reverse negative trends formed 
in kindergarten.  Hamre and Pianta completed a nationwide study of 910 children who 
had been identified as “at risk” (2005, p. 949) on the basis of both demographic 
characteristics and reported problems by their kindergarten teachers.  The researchers 
found that: 
by the end of first grade, at-risk students placed in first grade classrooms 
offering strong instructional and emotional support had achievement  
scores and student-teacher relationships commensurate with their low-risk  
peers; [while] at-risk students placed in less supportive classrooms had  
lower achievement and more conflict with teachers.  These findings have 
implications for understanding the role that classroom experience may  
play in pathways to positive adaptation. (Hamre & Pinata, 2005, p. 949) 
In another study of 490 first graders that examined the children‟s social and academic 
skills, and their relationships with their teachers, Pianta and Stuhlman (2004) noted that 
“First grade teachers rated children‟s achievement more highly for those children with  
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whom they reported sharing a closer relationship, and assigned lower achievement ratings 
to those children with whom they felt more conflict” (p. 452).   
These research results indicate that children are never too young to be influenced 
by the classroom environment. Regardless of the age of the child, respect needs to be 
consistently modeled and enforced in the school community.  All students need to feel 
valued and accepted.  To do that, educators need to recognize each student‟s unique 
characteristics and, whenever possible, honor that individuality.  Taking time to really 
listen to one‟s students and acknowledging that their thoughts are appreciated and valued 
can help build trust and emotional well-being (Bowman & Moore; 2006; CASEL, 2007; 
Elias et al., 2002; Goleman, 2005; Zins et al., 2004).  It is important that classrooms and 
schools do not always recognize just students who are the best or the fastest at something, 
but rather recognize and honor students‟ sincere effort and unique contributions, 
including giving personal specific positive feedback (Linares et al.; 2005; Sousa, 2001; 
Willis, 2006.)    
  As students move into the later elementary years, relationships with teachers and 
peers continue to play an important role in establishing students‟ learning environment.  
Baker (1999) completed a study involving 61 third through fifth graders who were 
attending an urban school in a poor neighborhood using multiple methods of data 
collection including surveys, interviews and classroom observations.  Baker found that 
students who reported being “highly satisfied with school” (p. 65) also reported receiving 
more support from their teachers than those students who reported that they were “less 
satisfied with school” (p. 65).  Additionally, the researcher noted that when students 
reported why they believed their teacher cared for them, almost all of the students cited  
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examples of conversations outside the realm of normal classroom activities, such as the 
teacher “expressing emotional support and providing assistance with everyday problems” 
(Baker, 1999, p. 64).  
During the elementary years and middle school years, it is also important to 
remember that a student‟s perspective does not always match an adult‟s perspective.  
Lynch & Cicchetti (1997) completed a study that examined the concept that “social and 
affective processes that connect to children‟s interpersonal relationships are important 
elements in individual adaptation to school” (p. 82).  The researchers examined a variety 
of relationships of 1,226 low risk elementary and middle school children. Interestingly, 
while educators often ranked students as participating effectively in the classroom, far 
more middle school students reported being disengaged from their classrooms than was 
noted by their teachers on the surveys they completed.  There are different possible 
explanations for this inconsistency in reporting; however, the researchers remind us that 
while the teachers are reporting observations, the students are reporting their perceptions 
of the relationship, including an emotional component (Lynch & Cicchetti, 1997). 
Although students may be testing their wings and seeking independence as they 
move into the junior high and high school years, the need for a safe caring environment 
does not diminish.  One of the most challenging times in a child‟s development can be 
during his or her teenage years because not all parts of the body are maturing at the same 
rate and “in addition to puberty, enormous social, emotional, and cognitive transitions 
take place” (Everall, Bostik, & Paulson, 2005, p. 649).  The prefrontal cortex which is the 
“center for emotional stability, moral reasoning, judgment and executive functions such  
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as concentration, planning, delayed gratification and prioritizing” (Willis, 2006, p. 67) is 
the last section of the brain to mature.   
Teens tend to be both unpredictable and emotionally liable and have difficulty 
establishing good consistent self-identities.  Furthermore, teenagers may struggle with 
effectively communicating their own personal thoughts and feelings, as well as making 
prudent decisions.  In short, because of this uneven development, teens may simply not 
be viewing things from a level playing field. “Until this brain maturation is complete and 
hormonal stasis is achieved, events or changes that seem inconsequential to adults may 
seem huge to young teens and can provoke stress” (Willis, 2006, p. 67).   
In some cases, “cognitive changes may also influence the psychological and 
emotional states of individuals in this age group and play a role in the development of 
suicidal thinking and behavior” (Everall, et al., 2005).   Teachers can benefit from 
training that not only explains this biological reality, but helps them design strategies to 
help their students reduce the stress that impedes learning and memory, build self-
confidence and self-identity, and enjoy a sense of community within the classroom 
(Willis, 2006).  In a study of middle school students, Klem and Connell (2004), found 
higher levels of school engagement and school achievement when students were placed 
in classrooms with environments that were viewed as caring and fair with high student 
expectations.  
Other researchers (Brown, 2003; Montaivo, Mansfield, & Miller, 2007) report 
similar findings.  Montalvo et al. found that “students often expressed the importance of 
having a caring and approachable teacher who provides written feedback, one-on-one 
assistance and who is interested in students‟ lives outside of school” (p. 144).   Providing  
 
 
51 
a safe environment that fosters good self-efficacy among students can provide benefits 
for both teacher and students.  In a study of 464 teens ranging from age 14 through 19, 
researchers examined, among other areas, the relationship between self-efficacy and the 
ability to manage academic development, resist social pressures, and to show empathy 
towards others.   While there were some differences related to gender (i.e.,  females were 
more prosocial), the research concluded that “one‟s positive and negative emotional life 
contributes to perceived self-efficacy to take charge of one‟s academic activities, to ward 
off peer pressures for transgressive behavior, and to feel empathy for the experiences of 
others” (Bandura et al., 2003, p. 777). 
Researchers working in the field of social and emotional learning sometimes refer 
to social and emotional abilities as those on the “other side of the grade card” and remind 
us how important these skills can be for a child (Elias et al., 2002).  They not only help in 
setting goals and problem solving, but in being able to control one‟s emotions, appreciate 
other‟s perspectives and manage everyday relationships (Elias et al., 2002).  A child can 
possess a great deal of knowledge, but if that child is unable to handle anxiety and anger, 
to empathize with others, and to get along with his or her peers, then that student‟s 
chances for success in life may be very limited.  Goleman pointed out that “school is the 
natural place to help a kid, whose life is at school, deal with these very perplexing issues” 
(Video interview with Edutopia, retrieved March 24, 2006 at 
http://www.edutopia.org/daniel-goleman-emotional-intelligence).   If one accepts the 
premise that school is the “natural place” (Goleman, 2006, video) to help a child with 
social and emotional issues, then the question must be asked, what are schools doing to 
help train educators in this area?  
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Training Teachers in Social and Emotional Competencies 
In the current standards adopted on October 20, 2007 by NCATE, there are 
numerous references to teachers supporting children‟s social and emotional development 
within a variety of teacher education standards.  (NCATE, 2007, retrieved from 
http://www.ncate.org/documents/ standards/NCATE%20Standards%202008.pdf.)  In the 
professional dispositions section for all teachers, the following statement can be found:  
“NCATE expects teacher candidates to demonstrate knowledge, skills and professional 
dispositions to provide learning opportunities to support students‟ intellectual, social and 
personal development” (NCATE, 2007, p. 22).  Additionally the standards require that 
[teachers] “are able to create learning environments encouraging positive social 
interaction, active engagement in learning, and self-motivation” (p. 22). Finally, NCATE 
standards state that teacher candidates will be able to “evaluate students‟ academic 
achievement as well as their social and physical development and use the results to 
maximize students‟ motivation and learning” (p. 22). Other references to social and 
emotional related competencies can be found throughout specific academic areas within 
the standards.   
There are also several references listed in NCATE‟s elementary education 
standards that relate to social and emotional competencies.  One standard found under the 
heading Active Engagement in Learning states, “Elementary teachers use their 
knowledge and understanding of individual and group motivation and behavior among 
students at the K-6 level to foster active engagement in learning, self-motivation and 
positive social interaction and to create supportive learning environments” (p. 55).   
Another requirement found in the Assessment for Instruction section states, “Elementary  
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teachers know, understand and use formal and informal assessment strategies to plan, 
evaluate and strengthen instruction that will promote continuous intellectual, social, 
emotional, and physical development of each elementary student” (p. 55).  NCATE 
standards also require that educators are aware of  “the importance of establishing  
positive, collaborative relationships with families, colleagues and agencies in the larger 
community to promote intellectual, social, emotional, physical growth and well being of 
children” (p. 55) as part of their professionalism requirements. 
Social and emotional learning competencies are not limited to the area of 
elementary education.  NCATE environmental education standards require “fostering 
continuous intellectual, social, emotional and physical development of each student” 
(p.57).  Health education standards require that “Teachers understand how students learn 
and develop and can provide opportunities that support physical, cognitive, social and 
emotional development” (p. 64).  Teachers are also required to “have an understanding of 
group motivation and behavior to create a safe learning environment that encourages 
positive social interaction, active engagement in learning, and self motivation” (p. 64).  
Finally, teachers are expected to “understand and use assessment to foster physical, 
cognitive, social and emotional development of students in physical activity” (p. 64).  
NCATE provides similar standards for special education teachers, requiring them to 
“create learning environments that foster cultural understanding, safety and emotional 
well-being, positive social interactions, and active engagement in which diversity is 
valued and individuals are taught to live harmoniously and productively” (p. 73). 
  Although requirements for teachers to address social and emotional concerns 
clearly exist within the NCATE standards, there is little evidence that they are an integral  
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part of most teacher education programs.  In their book, Building Academic Success on 
Social and Emotional Learning: What Does the Research Say?  Zins, Weissberg, Wang 
& Walberg (2004) discussed the impact that college accreditation organizations, as well 
as state and local teacher preparation standards, can have on decisions about what to 
include and not include in teacher preparation programs.  They wrote, 
Despite the fact that most practicing teachers and teacher  
candidates immediately acknowledge the salience of these  
[social and emotional] issues in their work and recognize the  
benefits of addressing the social and emotional developmental  
needs of students in their classrooms, compliance with the  
full range of  requirements of NCATE as well as state and  
local teacher preparation standards often leaves little room  
for additional education curricula.  This argument against  
SEL training is reinforced by the supposition that SEL content  
is incompatible with the performance-based standards that  
teacher preparation programs are required to address. (p. 95) 
Although this argument may sound convincing, Jane Fleming and Mary Bay (2004) 
completed a study that looked at the core Illinois Professional Teaching Standards (IPTS) 
and concluded that it was not an accurate assessment of the facts at all.  In fact, the study 
found just the opposite to be true.  Of the eleven standards, ten were found to contain 
clear elements of social and emotional learning, most of them in multiple ways.  The 
researchers‟ conclusions were that “Evidence of social and emotional learning as a thread  
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throughout teacher preparation standards suggest that training in SEL should help to 
better meet existing standards, rather than detract from them” (p. 104).  
Fleming and Bay (2004) believed that it is possible to successfully integrate social 
and emotional curricula into teacher training programs and provide future educators with 
the knowledge and tools they need to create what the researcher call “SEL-rich classroom 
environments” (p. 104).   Exactly why this is happening in some schools and not others is 
unclear.  Some researchers believe that an important first step might be to come up with 
common terms to be used when discussing social and emotional learning (Zins et al., 
2004).  Marlow and Inman (2003) concurred that the language used can be a contributing 
factor.  Their research indicates that educators often assume that social and emotional 
learning is synonymous with character education (Marlow & Inman, 2003).   While there 
certainly is overlap, Marlow and Inman believed that distinctions can be made.  
Marlow and Inman (2003) believed that the needs of children living in United 
States are on a collision course with the ever-growing demands of our educational 
system.  The authors point out that many educators are now being asked to fulfill duties 
that are often not included in basic teacher training programs.  These duties may include 
“helping resolve inter-personal conflicts, identifying and making referrals for those 
suffering from abuse, neglect, and a variety of emotional problems, and acting as mentor 
and counselor for those wishing to talk with someone familiar about personal problems” 
(Marlow & Inman, p. 3).   
  Marlow and Inman (2003) completed a pilot study that examined teacher training 
practices of colleges and universities across the United States in reference to training pre-
service teachers in the area of social and emotional competence.  One hundred U.S.  
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colleges and universities were chosen to participate in the study.  Using Peterson’s Guide 
to College and Universities, the researchers randomly choose two colleges from each 
state.  Each of the colleges‟ teacher education programs were contacted and asked to 
respond to quantitative survey about their teaching training programs.  Sixty-eight of the 
schools responded, of which 42% said they would be “willing to participate in a more 
comprehensive written survey related to the importance of promoting social and 
emotional competencies (SEC) education in colleges of education” (Marlow & Inman, p. 
6).  Fifty-five percent of those who responded were representatives of public institutions 
and 45% of those who responded were representatives of private institutions.   
The goal of Marlow and Inman‟s pilot study was to examine the respondent‟s 
(representatives of each college) perceptions of the practices related to social and 
emotional competency (SEC) education.  Specifically they were looking at: 
1.  Examination of basic information about the implementation 
of social and emotional competence education in Colleges/ 
        Schools of Education around the country related to: 
A.  Commitment to SEC 
B.  Impact of state certification 
C.  Satisfaction with current preparation 
2.  Comparison of findings between public and private institutions  
3.  Determination of whether colleges/schools of education wish 
to examine current and desired practices related to the integrated 
training of teachers and school counselors in SEC 
4.  Comparison of these findings with results from national  
 
 
57 
data and a 1999 character education survey (p. 5).   
  A multiple choice instrument was used for this study.  For the purpose of the 
study, social and emotional competency (SEC) was defined as “a wide range of 
approaches used by educators and counselors to foster positive values and character traits 
in young people” (p. 6). The researchers reported that they wished to give the institutions 
latitude in using their own definitions and opinions in what should be included in the 
sphere of social and emotional skills. 
The results indicated that the majority of teacher preparation programs were not 
providing many classes that addressed areas related to social and emotional 
competencies.  Specifically, 56% of the public institutions reported having no classes in 
the teacher education program that were dedicated specifically to social and emotional 
competencies; 28% did have classes that were dedicated specifically to social and 
emotional competencies; and 16% did not know if any of the classes related specifically 
social and emotional competencies.  Sixty-one percent of the private institutions reported 
having no classes in the teacher education program that were dedicated specifically to 
social and emotional competencies; 36% did have classes that were dedicated specifically 
to social and emotional competencies; and 3% did not know if any of the classes related 
specifically social and emotional competencies. 
Because social and emotional competencies may be addressed within broader 
frameworks, colleges and universities were asked to report on classes that might include 
explicit information on social and emotional competencies along with other topics.  The 
results were similar to the previous responses; 67% of the public institutions reported 
having no classes in the teacher education program that included explicit information on  
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social and emotional competencies; 31% did have classes that dealt with social and 
emotional issues; 2% did not know if any of the classes included information on social 
and emotional competencies.  Private institutions provided similar data.  Seventy-one 
percent of them reported having no classes in the teacher education program, which 
included explicit information on social and emotional competencies; 29% did have 
classes that dealt with social and emotional issues.  Forty-six percent of the public 
institutions included some mention of social and emotional competencies in their written 
mission policy, while 54% did not.  In spite of this, almost half (44%) of the private 
institutions included some mention of social and emotional competencies in their written 
mission policy. 
  Respondents were also asked to identify all entities, including educational and 
political groups, that they perceived as encouraging the teacher education programs to 
address social and emotional competency education.  Approximately one third (31%) of 
public institutions indicated that their state education agencies were encouraging them to 
address social and emotional competencies, 11% reported receiving encouragement from 
professional organizations, 5% reported receiving encouragement from local school 
districts and there was no indication of encouragement from local political groups.  Those 
figures changed slightly for private institutions.  Approximately one-fourth (26%) of 
public institutions indicated that their state education agencies were encouraging them to 
address social and emotional competencies; 41% reported receiving encouragement from 
professional organizations; 18% reported receiving encouragement from local school 
districts and there was no indication of encouragement from local political groups.  
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  When surveyed as to why they thought more was not already being done within 
their academic institutions to address social and emotional competencies, 70% of public 
institutions and 53% of private institutions cited a crowded curriculum in the teacher 
education programs, while 30% of public institutions and 18% of private institutions 
reported a lack of staff training in the area.  Public institutions reported a 30% lack of 
support by faculty members, while private institutions reported having complete faculty 
support.  Interestingly, more private schools (77%) cited excessive state certification 
requirements as opposed to 50% in public institutions.  Public schools ranked lack of 
support by the university at only 10% and private schools reported it to be 0%. 
  When asked to rank SEC education compared to other state priorities that were 
included in teacher certification requirements in their states, the following data was 
collected: 10% of public schools and 12% of private schools ranked it as a high priority; 
10% of public schools and 24% of private schools ranked it as a moderate priority; 62% 
of public schools and 41% of private schools ranked it as a low priority; 14% public 
schools and 29% of private schools ranked it as non-existent. 
Remarkably, in spite of the relatively low percentages in some of these areas, 
95% of all of the respondents from public institutions indicated that they personally 
thought that the topic of social and emotional competencies was an issue of concern, 
while only 5% did not think it was a topic of concern, and 5% did not respond.  In the 
private institutions, 71% thought it was important, while 29% responded that it was not 
important.   Additionally, the rationale for some responses was not clearly evident.  For 
example, while private schools reported little instruction being provided in the area of  
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social and emotional competencies, 76% reported that they felt their students entered the 
work force prepared to address the issues of social and emotional competencies.   
  It should be noted that while the results of Marlow and Inman‟s study are 
interesting, this is only one small pilot study that has not been duplicated.  In fact, there 
appears to be very little rigorous research being done to address how we train teachers in 
the area of social and emotional learning and whether educators believe that the training 
they are receiving is sufficient.  The present research study endeavors to gain the 
educators‟ perspectives on these important issues.   
 
Chapter III 
Methodology 
 
Purpose of Study 
The primary purpose of this study was to examine educators‟ perceptions of how 
students‟ social and emotional needs play a role in the educational environment including 
learning that is taking place within the classroom.  Specifically, the research was 
designed to ascertain whether the perceived importance of students' social and emotional 
needs in the classroom was related to the educators' initial teacher training, the number of 
years of experience of the educator, the areas of teaching experiences of the educator 
within the educational setting, or a combination of these. The researcher also sought the 
opinions of educators on the relationship between students‟ learning and students‟ social 
and emotional needs.  Additionally, the researcher attempted to determine whether 
educators believed that they would benefit from further training in the area of social and 
emotional learning.  The primary research questions and hypotheses are listed below: 
Research Question #1:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to the amount of training an educator 
received in regards to social and emotional learning during his or her initial teacher 
training?  
Research Question #2:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to number of years of experience of the 
educator?  
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Research Question #3:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to grade levels of teaching experience (e.g., 
early childhood, middle childhood, secondary education)?  
Research Question #4: To what extent do educators believe that meeting the 
social and emotional needs of students in the classroom affects students‟ learning? 
Three research hypotheses were then constructed from these research questions. 
 
Research Hypotheses  
Hypothesis #1:  Educators believe that, during their initial teacher training, they 
were not properly trained to meet the social and emotional needs of their students. 
Hypothesis #2:  Experiences of educators (e.g. years of service, grade levels 
taught, experiences working with special populations) will be correlated with the 
educators‟ opinions concerning the importance of meeting students‟ social and emotional 
needs in the classroom.  
Hypothesis #3:  Educators believe that meeting social and emotional needs of 
children in the classroom will influence student learning.   
 
Pilot Studies 
Two pilot studies were completed before this research study was conducted.  The 
initial study, which will be referred to as Pilot Study A, was completed in the summer of 
2006 as part of an action research project.  Twenty-four teachers who were taking online 
graduate-education courses at a medium-size university were recruited to take part in an  
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online survey posted on InQsit.  Since this initial study was part of an introductory action 
research class, rigorous statistical analysis was not completed.  However, basic frequency 
counts were completed, and the results obtained from those, as well as additional 
feedback received, were considered when designing Pilot Study B.   
The following results were obtained in Pilot Study A.  All 24 participants listed 
social emotional needs as important, with 16 participants listing them as very important 
to the child‟s success.  Twenty-two of the 24 respondents said they now considered social 
emotional needs to be more important than they did when they first entered the teaching 
field.  Eighteen of the respondents believed that they had not received adequate training 
in the social and emotional needs of children.  The six participants who indicated that 
they had received some training in social and emotional learning had all been trained as 
early childhood educators.  Twenty-three of the 24 participants said they would like 
further training in this area.  The one individual, who reported not wanting training, 
indicated she had a received degree in psychology before entering the teaching field. 
Additionally, 12 of the 24 participants indicated on the survey they completed that 
they would be willing to participate in a more in-depth interview.  Each of these 
individuals was interviewed either in person or over the telephone and was asked to share 
more detailed information on their opinions concerning social and emotional needs of 
children.  The interviewees were also asked to give feedback on the survey instrument 
used.  They were specifically asked if they found any of the questions and/or language 
used to be ambiguous or confusing.  Finally, the results of their interview were compared 
with their survey responses to see if any differences in responses appeared to be present.  
No such differences were noted.  Therefore, because this group of educators did seem  
 
64 
concerned with this topic and were interested in receiving further training, a decision was 
made to move forward and complete an additional pilot study, with more rigorous 
planning, to see if similar results would be found. 
A second pilot study was completed in the summer of 2007, which will be 
referred to as Pilot Study B.  Three primary goals were established for Pilot Study B.  
They were, 1) Examine changes made to the original survey questions to see if those 
changes were beneficial in gathering the data desired, 2) Determine what further changes 
needed to be made to the study, and 3) Have the study approved by the Institutional 
Review Board (IRB).   
Four key research questions were addressed in Pilot Study B.  They were,  
1) Do educators believe that meeting their students‟ social and emotional needs in 
the classroom is important?   
2) Do educators‟ opinions tend to change over time and if so, how do they change 
(i.e. do they now consider meeting their students‟ social and emotional needs more 
important or less important than they originally did).   
3) Do educators feel that they have been properly trained to meet their students‟ 
social emotional needs? 
4) Are educators interested in receiving more training in this area? 
Additionally, in order to prepare for the second pilot study the researcher did two 
things.  The first was to solicit feedback from individuals in the educational community 
who had knowledge in research and social and emotional learning as to the 
appropriateness of the survey instrument.  The second step was to complete a very small 
qualitative study to gather more information from educational faculty concerning the  
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same topics addressed in Survey A.  This study was completed during the fall of 2006. 
Three professors and two instructors from a Midwestern Teacher‟s College were 
interviewed.   Although each individual was female, they were diverse in other ways 
including age, experience, and areas of expertise.  Two of the faculty members taught 
classes in early childhood; two were generalists and taught basic elementary education 
classes, and one was a secondary education professor.  Two of the participants were 
instructors and three were professors.  Each of these individuals was asked the same 
questions as those on the original teacher survey.  They were also questioned as to 
whether they thought meeting students‟ social and emotional needs should be part of the 
curriculum, and why the educators believed such classes were not being offered at the 
university at which they taught at this time.   
Responses were tape recorded, coded and evaluated using standard qualitative 
researcher procedures (Bogdan & Biklen, 2003).  The responses received from the 
educational faculty were very similar to the responses received from the graduate-
education students.  All of the participants thought it was important to prepare teachers to 
meet their students‟ social and emotional needs in the classroom.  All of the faculty 
members interviewed thought additional training in this area would be helpful, yet none 
of the faculty members had a definitive answer as to why such classes were not being 
offered at the university in which they were employed.   One professor thought the 
concepts could possibly be embedded in other courses in the curriculum.   
Some changes were made to the survey instrument used in Pilot Study B, as a 
result of both the qualitative study and informal discussions with educational researchers.  
The number of survey items increased from 15 to 22, including two free-response items.   
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Because several participants in the qualitative study mentioned socio-economic status 
(SES) as influencing social and emotional concerns, a demographic question concerning 
SES was included in Study B.  Another question that was added as a result of comments 
made during both formal and informal discussions with faculty members dealt with 
servicing special education students, including gifted children.   
After receiving IRB approval for Pilot Study B, participants were recruited from 
four graduate-level education classes.  These included two graduate-level classrooms 
meeting on campus and two online graduate-education classrooms.  Access to an online 
survey was made available for two weeks, and forty-three participants completed the 
survey during that time.  This study had a similar format to the original study.  All 
participants logged on through InQsit and were listed as anonymous.  Approximately half 
of the 22 questions were demographic in nature.   
Limited statistical analyses were completed, due to the small sample size.  
Demographic data revealed that this group of participants was somewhat different from 
those participants who took part in Pilot Study A.  Only 50% of the respondents listed 
themselves as classroom teachers, while the other 50% held other roles such as counselor, 
psychologist, and college professor.  Over a third (34.1%) had less than 5 years 
experience working in education, while 36.4% had more than 20 years, and the rest fell 
somewhere in between.  These findings encouraged the researcher to not only increase 
the sample size in her dissertation study, but to solicit participants from outside the 
university setting.   
In spite of the demographic differences between the participants in the two 
studies, the results of the Pilot Study B were similar to those in Pilot Study A.  Over 95%  
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of the participants in Study B ranked meeting students‟ social and emotional needs as 
very important or important.  Additionally, independent-sample t-tests showed early 
childhood educators significantly more likely mark “very important” than other 
educators.  The longer educators had been working in schools, the more likely they were 
to report a change in opinion concerning the importance of meeting students social and 
emotional needs in the classroom.  Almost 90% of the educators reported that they 
considered social and emotional needs to be more important than they had when they 
began their teaching careers.   
The one area where the responses in Study A and Study B differed significantly 
was training.  Only 61.3% of the participants in Study B reported not being properly 
trained in social and emotional concerns.  This percentage was considerably lower than 
what was obtained in Study A.  One possible explanation was that in Study A, all of the 
participants were classroom teachers recruited from graduate-level education classes 
designed for classroom teachers.  In Study B, students were recruited from different 
classes, such as educational statistics and educational research.  Some of the students in 
these graduate-level classes were training for other roles in the field of education.  Only 
50% of the participants in Survey B indicated that they were classroom teachers.  The rest 
of the participants reported that they held other positions such as school counselor, 
psychologist, or college professors.  Many of these individuals would presumably have 
completed more training in issues related to social and emotional learning than those 
individuals who had simply gone through basic teacher training.  These results 
encouraged the researcher to solicit participants from both a university setting and a 
public school setting in future studies, in order to assure an appropriate number of  
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teachers completed the survey. It should be noted that 84.1% of the participants in Study 
B indicated that they would like further training in this area, in spite of the fact that many 
were not regular classroom teachers.  These results led the researcher to add additional 
free-response questions to the survey used in this study concerning why educators would, 
or would not, desire additional training in the area of social and emotional learning. 
Conducting these pilot studies was an important step for the researcher, because a 
review of the literature found no similar research studies to use as a guide.  Additionally, 
no appropriate survey instruments for this kind of research were available.  Therefore, the 
results of these pilot studies, as well as discussions with professionals in the field, played 
an integral role in creating an appropriate research design and designing an appropriate 
instrument.  These steps also were very important in establishing validity and reliability. 
 
Description of Participants 
  The participants in this study were educators who were working in preschool 
through high school settings, former educators, college faculty, and graduate education 
students.  These participants were solicited from two groups using a convenience sample 
method.  One group of educators was solicited from graduate-level education classes.  
The second group of educators was solicited from a public school system.  Educators in 
both groups were self-selected volunteers and were assumed to vary in several ways 
including age, gender, educational training and teaching experience.   The researcher 
solicited volunteer participants from the two different groups to 1) increase sample size 
and 2) have more diversity in the participants‟ backgrounds.   
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The participants in the first group were graduate students who were enrolled in 
teacher education classes at a medium-sized university located in the Midwestern United 
States.  Also included were the faculty members teaching those courses.  The participants 
in the second group worked in or had recently retired from a Midwestern public school 
system serving approximately 3,000 students in grades K-12.  This group was chosen to 
assure that educators from different grade levels and teaching areas would be included in 
the study, as well as some in-service educators who were not enrolled in graduate level 
classes when the study was being conducted.   
Two hundred and twenty-four educators completed the online survey.  
Approximately 85% were female and 15% were male.  While almost three-fourths of the 
participants were classroom teachers, other educators completed the survey as well.  
These included administrators, college faculty, counselors, educational aides, tutors, 
media specialists, school psychologists, school nurses, literacy coaches, speech 
pathologists, intervention specialists, and substitute teachers.   
The participants reported differing higher-education experiences ranging from 
some college to post-graduate degrees.  Nevertheless, 95% of the educators had 
completed at least one graduate level class.  Most of the educators had received their 
initial teacher training prior to 2002.  However, 20% reported receiving training during or 
after 2002.  During this time, many educational programs were changing due to new 
licensure requirements being enacted. 
The participants‟ experiences working in education were quite diverse.  The 
number of years the participants had worked in education ranged from 1 to 40 years with 
a mean of 16.20 years.  Approximately 40% of the participants had worked in education  
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for less than 10 years. Although most of the educators were presently working in the 
Midwest, some of the graduate students were teaching in other areas of the United States.  
The majority of educators worked in traditional public school settings.  However, 
approximately 22% worked in other settings including private schools, alternative 
schools, charter schools, and universities or other post-high school settings.  Educators 
worked with students ranging in age from preschool to college age.  Some educators 
reported working in districts where poverty was widespread and others reported working 
in middle-class or wealthy neighborhoods.  Educators also served students with a wide 
range of abilities.   Approximately 26% of the educators reported working primarily with 
a special needs population including gifted and talented children.   
  
Description of Instrumentation/Measurement Procedures 
  A computer-based survey designed by the researcher and accessed through InQsit 
was used in this study.  The survey contained twenty-one multiple choice questions, 
including Likert-type response items and three short-answer responses.  There was also a 
box provided at the end for the respondent to clarify any responses or provide additional 
information.  The first 11 questions were demographic in nature and provided 
background information on respondents concerning their experiences in education 
including number of years of service, types of positions held, and populations of students 
with whom the educators had worked.  
As noted earlier, the survey instrument was piloted and revised on two occasions.  
Additional refinement occurred with input from a variety of individuals who had training 
and experience in the fields of educational research and social and emotional learning.   
 
71 
During this process, six additional survey items were added to the original survey.  Three 
of the items were demographic in nature. One concerned gender; one concerned the 
socio-economic status of students; and one addressed when the educator received his or 
her teaching license.  All of these questions were added to assess if there was a 
relationship between responses and different demographic groups.  The fourth question, 
“To what extent do you believe meeting the social and emotional needs of a student in the 
classroom affects that student‟s ability to learn?” was added to solicit educators‟ opinions 
on this topic after a literature review suggested the issues‟ importance (e.g., Brendtro, 
Brokenleg, & Van Bockern, 2005; CASEL, 2007; Elias et al., 2003; Goleman, 2005; 
Sousa, 2001; Willis, 2006).  Finally, two additional free-response survey items were 
added that addressed why educators would or would not like additional training and 
allowed them to list topic of interest related to social and emotional learning. 
Other changes made to the survey instrument after reviewing the results of the 
pilot studies, and receiving input from educational faculty members, included the 
following:  The wording was changed in one survey item involving social-economic 
status to make it clearer (i.e., more specific).  One survey item that dealt with special 
populations such as gifted or special needs students was separated into two survey items.  
More options were added to a question concerning the professional positions that an 
educator might hold.  The order in which some items were presented in the survey was 
changed to group similar topics together.  Finally, some changes were made to the 
wording in the optional free-response items in an attempt to glean more pertinent 
information.  A copy of the survey instrument can be found in Appendix A. 
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Research Design 
  This study used a self-report, descriptive research design.  Participants were asked 
to log onto InQsit and take an anonymous online survey (see Appendix A).  The 
researcher was not able to verify the participants‟ specific identities.  The survey was 
posted online, using the online assessment instrument InQsit, for 20 days during which 
time any respondent could log on and complete the survey.  This time frame was chosen 
because it provided participants a reasonable amount of time to respond that included 
both weekdays and weekends.  It also allowed time for a follow-up reminder to be 
emailed to potential participants.  Survey results were password protected and were only 
visible to the researcher after logging in through the university‟s InQsit system. 
Using a self-report survey instrument presented some challenges.  Gay, Mills, and 
Airasian (2006) list the top five factors that can reduce the validity of survey instruments: 
“1) Unclear test directions 2) Confusing and ambiguous test items 3) Using vocabulary 
too difficult for test takers 4) Overly difficult and complex sentence structures and 5) 
Inconsistent and subjective scoring methods” (p.138-139).  The researcher attempted to 
address each of these issues by seeking out recommendations from professionals in the 
field and responding to feedback from participants in the pilot studies.   
  Other validity concerns were also taken into consideration.  Because the survey 
was anonymous, there was a slight risk that someone could skew the results by repeatedly 
logging on and taking the survey.  However, because of the way that the information was 
stored in InQsit, there were ways to identify whether the same information had been 
entered multiple times and submitted from the same computer.  A review of the survey 
responses showed no indication that this occurred.    
 
73 
As with any self-report procedure, there was also the possibility that respondents 
might not being truthful.  There was no way for the researcher to verify whether a 
respondent was being honest or not.  However, responses given in the free-response items 
appeared to support much of the information that was reported in the quantitative data.  
Additionally, the data collected was similar to the data collected in the two previous pilot 
studies. 
Because the researcher was at one time employed by the school system being 
used in the study, the risk for some bias existed.  However, only a very small number of 
educators were familiar with the researchers‟ interest in this field (approximately 2-3).  
Furthermore, the responses were anonymous, the participants were strongly encouraged 
to answer truthfully in the instructions given, and the participants were not rewarded in 
any way for responding in a particular fashion.  Therefore, the risk of respondents not 
answering in a truthful manner appeared to be relatively limited.   
  The researcher chose to use a self-designed survey instrument because no 
instruments were commercially available that addressed the designated research 
questions.  Using a self-designed instrument presented some challenges in establishing 
reliability and validity.  When there are no other similar instruments available to use for 
correlation, Gay, Mills, and Airasian (2006) recommend having scholars in the field 
examine the instrument.  Therefore, the researcher sought advice from professionals with 
knowledge in the areas of research and social and emotional learning when constructing 
the instrument.  The researcher also received feedback from other professionals after each 
pilot study to identify ways to improve the survey design.  Those modifications were then 
made to the instrument.  Additionally, Pilot Study A included an opportunity for  
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volunteers to be contacted by the researcher to complete a more detailed interview.  
Approximately one-half of the initial survey respondents were contacted and completed 
face-to-face or phone interviews.  During these interviews, participants were asked if 
there were any questions they did not understand on the survey or if they had any 
concerns about the survey.  No questions or concerns were reported.  Furthermore, the 
participants‟ remarks during the interview were compared to their responses on the 
survey and no noteworthy differences were found. 
An additional concern was sample size.  The fact that the survey was completed 
by self-selected volunteers influenced the number of responses received.  Some educators 
did not choose to complete the survey.  Because this study took place in June, the number 
of individuals who chose not to participate in the survey may have been exacerbated by 
the demands that are generally imposed on educators at the end of the school year.  
Certain measures were taken by the researcher to encourage participation.  
Approximately four days before the study ended, reminders were sent electronically to 
potential participants to encourage more responses.  These reminders were sent to the 
public school teachers via the District Director of Student Services.  The reminder for the 
graduate education students were posted on Blackboard or emailed by their professors. 
  Four hundred and eighty two educators had access to the survey, including 181 
educators working in the Midwestern school system and 301 graduate education students 
and faculty members at the university.  Gay, Mills, and Airasian (2006) state, “For 
descriptive research, it is common to sample 10% to 20% of the population” (p.110).  
However, the authors go on to state that other factors such as the “type of research 
involved [and] the size of the population” (p. 110) should be taken into consideration.   In  
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this study, 46% of the educators who had access to the survey completed the survey.  A 
table of recommended sample sizes acquired from a formula designed by the U.S. 
Department of Education was used for determining the appropriate target sample size for 
the survey (Gay et al., 2006, p. 111; Krejcie & Morgan, 1970, p. 608).   
 
Description of Procedures   
The following protocol was used to solicit volunteers for this study.  The 
researcher contacted in person or via email each of the faculty members who were 
teaching an online graduate education class at one Midwestern university during the 
summer of 2008.  The researcher requested permission to solicit volunteers for the study 
from the online classes.  Permission was granted from all faculty members.  However, 
one class ended early in the semester and therefore those students did not participate.  An 
explanatory letter (see Appendix B) was placed on the class Blackboard site with a link 
provided to the InQsit address needed to log on to and access an online survey.  The letter 
posted contained an explanation of the study, as well as contact information for the 
researcher, her committee chair, and the Institutional Review Board (IRB) in case 
students had questions or concerns about the study (see Appendix B).    
The researcher contacted the superintendent of schools of the medium-sized 
public school system and gained permission to solicit volunteers to take part in the 
research study.  Since the study was being conducted during the summer, an email was 
sent to all certified school employees soliciting volunteers for the survey (see Appendix 
B).  Educators from each of the nine schools within the district were provided with 
information on how to access the survey, a promise of confidentiality, and information on  
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how to contact the researcher, her supervising faculty member, and the Institutional 
Review Board (IRB) should the participants have any questions (see Appendix B).  All 
correspondence from the researcher to the educators was sent by the school district‟s 
Director of Student Services via the school‟s email system.  
In each case, participants in the study were given 20 days in which to respond to 
the survey.  A reminder was sent electronically to potential participants approximately 
four days before the study ended to encourage more responses.  The educators associated 
with the school system received this reminder via email sent out through the Director of 
Student Services at the Board of Education office.  Faculty members teaching the online 
classes were also sent a reminder by the researcher.  They were asked to share that 
reminder with their students through Blackboard or by email, since the researcher did not 
have access to students‟ emails or the individual classroom sites on Blackboard (see 
Appendix C). 
 
Data Analysis  
  In addition to collecting data through frequency counts, the researcher utilized 
SPSS to conduct multiple data analyses including chi-square, ANOVA, and t-tests.  
These tests were used to gather information pertinent to the primary research questions 
and to test the hypotheses put forward.    
In this study, the researcher sought to determine if educators‟ opinions concerning 
the importance of meeting students‟ social and emotional needs in the classroom was 
influenced by the amount of training the educators had received in this area.   Analysis of 
several survey items were completed to obtain relevant information concerning both the  
 
77 
educators opinions and their training in the area of social and emotional learning.  One of 
the key survey items in this research was “How would you rank the importance of 
meeting the social and emotional needs of the children in your classroom?” (Survey Item 
#12).  This question used Likert-type responses.  Likert-type data can be manipulated as 
continuous data for statistical analysis such as in analysis of variance (ANOVA) and t-
tests.  It can also be converted into a frequency count format for use when a chi square 
analysis is being completed.    
The researcher completed a chi-square test of significance using the data obtained 
from Survey Item #12 and Survey Item #15 (i.e., “How would you respond to the 
statement, “During my initial teacher training program, I was properly trained to meet the 
social and emotional needs of my students?”)  A chi square analysis was also used to 
determine if there was a relationship between the number of classes relating to social and 
emotional needs (Survey Item #18) and the opinions of teachers concerning the 
importance of meeting students‟ social and emotional needs in the classroom (Survey 
Item #12).  Because problems often occurred with low cell counts, when completing chi 
square analysis, an independent sample t-test was also run to determine if there appeared 
to be a relationship between taking classes in the area of social and emotional needs and 
educators‟ opinions concerning the importance of students‟ social and emotional needs.  
Additionally, an analysis of variance (ANOVA) was performed to determine if 
there was a relationship between the number of classes relating to social and emotional 
needs that educators had taken during his or her initial training (Survey Item #18) and the 
opinions of educators concerning the importance of meeting students‟ social and 
emotional needs in the classroom (Survey Item #12).  Chi square analyses were also used  
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to determine if there was a relationship between educators‟ opinions concerning why 
meeting students‟ social and emotional needs in the classroom is important (Survey Item 
#13) and the educators training in this area (Survey Items #18 and #19).   
Two-sample t-tests are appropriate to use when the researcher has “data for one 
variable obtained from two samples of subjects” (LeBlanc, 2007, p.169).  Therefore, a 
two-sample t-test was used to assess the data from Survey Item #12 and the two groups 
self-identified through Survey Item #17 (i.e., those who took courses dealing with 
meeting the social and emotional needs of students and those who did not.)  Two-sample 
t-tests were also used to assess data from Survey Item #14 (i.e., On a scale of 0 – 10, with 
0 being no effect and 10 being a significant effect, to what extent do you believe meeting 
the social and emotional needs of a student in the classroom affects that student‟s ability 
to learn?) using the self-identified groups in Survey Items #17 and #19 in regards to 
teacher training in the area of social and emotional needs.   
It is important to note that some of the educators participating in this research had 
completed additional graduate work that could have influenced their responses.  To deal 
with this confounding factor, the researcher collected additional data in Survey Item #10 
(i.e., What is your educational background?) and Survey Item #18 (i.e., Have you had 
classes as a graduate student that specifically dealt with meeting the social and emotional 
needs of students?).  SPSS allowed the researcher to run analyses in a variety of ways by 
selecting specific criteria from the variables (e.g., those participants with or without 
graduate classes) within the data and allowing the researcher to focus only on those 
participants who had completed graduate courses in meeting students‟ social and 
emotional needs as well as those who had not completed graduate courses.     
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To see if there was a correlation between years of experience and perceived 
importance of meeting students‟ social and emotional needs, a Pearson r correlation 
coefficient was used with data from Survey Item #8 (i.e., How many years have you 
worked in the field of education?) and Survey Item #12.  Additionally, an ANOVA was 
used to obtain analysis of the relationship between the number of years teaching (Survey 
Item #8) and the educators‟ ranking of the importance of meeting the social and 
emotional needs of the children in the classroom (Survey Item #12).  As previously 
mentioned, confounding factors were minimized by the ability to use SPSS to select 
particular subgroups (e.g., those who had taken graduate classes) in regards to the amount 
of education a participant received.  
The researcher was also interested in determining if there appeared to be a 
relationship between the age of students with whom educators were working (e.g., early 
childhood, middle childhood, secondary education) and how the educators ranked the 
importance of meeting students‟ social and emotional needs in the classroom. This 
involved utilizing some nonparametric (nominal) data obtained in regards to participants‟ 
present teaching experiences (Survey Item #5).  A chi square analysis was completed 
using the data gathered from Survey Item #5 and Survey Item #12 to see if a relationship 
existed between participants‟ experiences as educators and how the participants ranked 
the importance of meeting students‟ social and emotional needs in the classroom.   
One key question in the study concerned a possible relationship between meeting 
students‟ social and emotional needs and learning taking place.  The researcher addressed 
this topic  by directly utilizing a rating scale of 0 to 10 to ask, “With 0 being no effect and 
10 being a significant effect, to what extent do you believe meeting the social and  
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emotional needs of a student in the classroom affects that student‟s ability to learn?” 
(Survey Item #14).   Additionally, the researcher conducted other analyses to determine if 
there was a relationship between the participants‟ responses and other demographic 
variables obtained through survey responses. Chi Square analyses were conducted using 
data gathered from Survey Item #14 with data gathered from the survey items using 
nominal variables.  These variables included information such as type of school setting 
(Survey Item #2), socio-economic status of students (Survey Item #3), positions held by 
the educator (Survey Item #4, #5, and #9) and the educational background of educators 
(Survey Item #10).    
Two-sample t-tests were conducted using data collected from Survey Item #14 
with data collected from Survey Items #6 and #7 to determine whether there was a 
difference between the opinions of teachers working with special populations and those 
who were not working with special populations.   To compare the opinions of male and 
female participants concerning how meeting a student‟s social and emotional needs in the 
classroom affected his or her ability to learn, a two-sample t-test was conducted using the 
data from Survey Item #1 dealing with gender and Survey Item #14.  The researcher also 
reviewed the descriptive data provided in the Survey Items #19, #20 and #21 to gather 
information on the participants desire to receive additional training in the area of meeting 
students‟ social and emotional needs.  Alpha was set at 0.05 for all statistical analyses 
completed.  However, since data was collected from a self-report instrument, data 
reported at a 90% confidence level (α = 0.10) was considered noteworthy. 
The researcher also examined the information provided in the responses to the 
four optional free-response survey items.  All responses were read and coded by the  
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researcher to identify patterns in the responses given.  When patterns emerged, the 
information was used, along with the data obtained from the quantitative survey items, to 
note relationships that appeared to exist between responses given on the optional short-
answer questions and the other data collected (see Appendix D, E, F, and G).    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
Chapter IV 
 
Results and Discussion 
Introduction 
A number of research studies have shown that meeting students‟ social and 
emotional needs in the classroom can have a significant positive effect on children‟s 
academic development (Burchinal, Peisner-Feinberg, Pianta, & Howes, 2002; CASEL, 
2007; Lynch & Cicchetta, 1992; Taylor & Dymnicki, 2007; Zins et. al., 2004).  This 
study was designed to gain educators‟ perspectives concerning the topic of meeting 
students‟ social and emotional needs in the classroom.  Specifically, the study surveyed 
educators to address the following four research questions:  
Research Question #1:  Is the perceived importance of students‟ social and 
emotional needs in the classroom related to the amount of training an educator received 
in regards to social and emotional learning during his or her initial teacher training?  
Research Question #2:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to number of years of experience of the 
educator?  
Research Question #3:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to grade levels of teaching experience (e.g., 
early childhood, middle childhood, secondary education)?  
Research Question #4: To what extent do educators believe that meeting the 
social and emotional needs of students in the classroom affects students‟ learning? 
Three research hypotheses were then constructed from these research questions. 
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Research Hypothesis  
Hypothesis #1:  Educators believe that, during their initial teacher training, they 
were not properly trained to meet the social and emotional needs of their students. 
Hypothesis #2:  Experiences of educators (e.g., years of service, grade levels 
taught, experiences working with special populations) will be correlated with the 
educators‟ opinions concerning the importance of meeting students‟ social and emotional 
needs in the classroom.  
Hypothesis #3:  Educators believe that meeting social and emotional needs of children in 
the classroom will influence student learning.   
 
Participants 
 
Two hundred and twenty-four educators participated in this study.  This number 
was considered to be appropriate using guidelines established by the U. S. Department of 
Education.  Using a table of recommended sample sizes acquired from a formula 
designed by the U.S. Department of Education, the recommended sample size for a study 
with 480 possible participants is 214 and with 500 possible participants is 217 (Gay et al., 
2006, p. 111; Krejcie & Morgan, 1970, p. 608).  This study had 482 possible participants. 
Therefore, using this formula, the number of participants whose data was collected 
(n=224) met the suggested sample size.  It should also be noted that the actual number of 
participants who completed the survey was higher (n=269), but some responses were not 
included in the data.  This occurred for two reasons.  Some participants completed the 
survey after the deadline, and others appeared to have completed the survey but their 
answers were not made visible because they did not hit the submit button.  
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  Of the 224 individuals who completed the online survey, 189 (84.3%) indicated 
they were female, 33 (14.7%) indicated they were male, and 2 participants (<0.01%) did 
not answer Survey Item #1 pertaining to gender.  One hundred and sixty-six of the 
study‟s participants (73.8%) were teachers and 22 (9.8%) were administrators.  
Additionally, 12 college faculty (5.3%), 3 counselors (1.3%), and 3 educational aides 
(1.3%) completed the survey.  Eighteen individuals held other positions including 
mentor, tutor, librarian, media specialist, school psychologist, school nurse, literacy 
coach, reading coach, writing coach, speech pathologist, intervention specialist and 
substitute teacher.   
The survey participants reported having an assortment of higher education 
experiences ranging from some college to post-graduate degrees.  One educator (.4%) 
who was a classroom aide had not yet completed her bachelor‟s degree.  Ten educators 
(4.4%) had completed a BS or BA.  Eighty-five educators (37.8%) had completed a 
bachelor‟s degree as well as some graduate work.  Forty-four educators (19.6%) had 
completed a master‟s degree and 74 (32.9%) had completed a master‟s degree and some 
post-graduate work.  Nine educators (4%) had completed a doctoral program. One person 
did not answer the education question.  One hundred and seventy-six educators (78.2%) 
received their training before 2002 and 45 educators (20%) received their training 
between 2002 and 2008 (see Figure 1).    
The number of years the participants had worked in education ranged from 1 to 40 
years with a mean of 16.20 years (see Figure 2).  Ninety-two participants (41.1%) had 
worked in education for less than 10 years.      
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The majority of these educators (175 participants or 77.8%) worked in a 
traditional public school setting.  Twenty-two educators (9.8%) worked in private 
schools.  Ten of those private schools (4.4%) were affiliated with religious organizations, 
while the other 12 (5.3%) were not.  Sixteen educators (7.1%) worked in universities or 
other post-high school settings.  Three educators (1.3%) worked in alternative schools, 
two (0.9%) worked in charter schools and six (2.7%) worked in other locations (see 
Figure 3).  
The participants worked in a wide array of educational settings with students of 
different ages.  Eight participants (6.8%) worked in a preschool setting.  Thirty-four 
participants (15.1%) worked in kindergarten or first grade.  Twenty-five participants 
(11.1%) worked in second or third grade.  Thirty-seven participants (16.4%) worked in 
grades four, five and six.  Twenty-two participants (9.8%) worked in a junior high setting 
with seventh and eighth grade students.  Fourteen participants (6.2%) worked in a high 
school setting in grades 9-12.  Thirteen participants taught at the post-high school or 
college level.  Sixteen participants were not presently working in education.  These 
individuals were on maternity leave, looking for a position in education, or recently 
retired (see Figure 4).  
Forty of the 224 educators (17.8%) reported working primarily with a special 
needs population of some sort.  Twenty-one of the 224 educators (9.3%) reported 
working primarily with gifted and talented children. 
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Data Analysis of Descriptive Information 
Using frequency counts, descriptive data was obtained from the responses to the 
survey items presented on the questionnaire (see Appendix A).  This analysis was 
descriptive in nature and not designed to show statistical significance; rather it provided 
background information for the study.  The descriptive data was gathered because there 
was little research already available that considered the opinions of educators in the area 
of meeting children‟s social and emotional needs in the classroom.  This demographic 
information was used in interpreting the data obtained from the survey responses. 
One of the key features of this study was to solicit the opinions of educators 
concerning the importance of meeting children‟s social and emotional needs in the 
classroom.  In Survey Item #12, participants were asked to rank the importance of 
meeting the social and emotional needs of the children in their classrooms as A) not 
important, B) of little importance, C) somewhat important, D) important, or E) very 
important. For this study, social and emotional needs of students were defined as those 
needs outside the cognitive realm that help the students manage their day-to-day 
relationships with others including such things as impulse control, anger management, 
goal setting, problem solving, decision making, and understanding and accepting others.  
In Survey Item #12, 209 educators (93%) ranked the importance of meeting social 
and emotional needs of the children in their classrooms as either “very important” (147 
responses - 66%) or “important” (62 responses - 27%).  Thirteen educators (0.05%) 
responded that it was “somewhat important” to meet the children‟s social and emotional 
needs in the classroom.  One educator responded that meeting the social and emotional 
needs of the children in his classroom was “of little importance” and one educator  
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responded that it was “not important” (see Figure 5). 
How would you rank the importance of meeting the social and 
emotional needs of the students in your classroom?
Very 
important
Important Somewhat 
important
Of little 
importance
Not important
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Figure 5￿
￿
Importance of Meeting the Social and Emotional Needs of Students as ￿
Perceived by Educators
 
 
Data Analysis Pertaining to Individual Research Questions and Hypotheses 
  Statistical analyses were completed on the survey responses dealing directly with 
each of the research questions and the accompanying hypotheses.  These results are 
presented on the following pages under each of the research hypotheses.  The hypotheses 
were tested at the 0.05 level of significance.  Results between 0.05 and 0.10 were 
considered to be noteworthy.  Additionally, information was gathered from the optional  
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free-response items to assist in interpreting the statistical findings.   Those results are 
presented at the end of this chapter.  
 
Research Question #1   
Is the perceived importance of students’ social and emotional needs in the classroom 
related to the amount of training an educator received in regards to social and 
emotional learning during his or her initial teacher training? 
Hypothesis #1 
Educators believe that during their initial teacher training they were not properly 
trained to meet the social and emotional needs of their students. 
 
  To address Hypothesis #1, the educators participating in this study were asked to 
respond to the following statement: “During my initial teacher training program, I was 
properly trained to meet the social and emotional needs of my students.” Educators had 
the choice of marking A) Strongly Disagree, B) Disagree, C) Somewhat Disagree, D) 
Agree or E) Strongly Agree (Survey Item #15).   Forty-one educators (18%) reported 
being properly trained during their initial teacher training.  This included 36 educators 
who reported agreeing with the statement and 5 who reported strongly agreeing with the 
statement.  A total of 182 educators (81%) did not agree that during their initial teacher 
training they were properly trained to meet the social and emotional needs of their 
students.  Of these 182 educators, 69 educators (31%) reported that they somewhat 
disagreed with the statement that they were properly trained to meet the social and  
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emotional needs of their students, 72 educators (32%) disagreed with the statement and 
41 (18%) strongly disagreed (see Figure 6). 
Participatns responses to the statement “During my initial teacher 
training program, I was properly trained to meet the social and emotional 
needs of my students.”
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Figure 6￿
￿
Educators' Responses to Initial Teacher Training
 
Figure #6 presents frequency count data obtained from the question: “How would 
you respond to the statement „During my initial teacher training program, I was properly 
trained to meet the social and emotional needs of my students‟?  A) Strongly Disagree, B) 
Disagree, C) Somewhat Disagree, D) Agree, E) Strongly Agree” (Survey Item #15).  
Although the frequency count data from Survey Item #15 supported Hypothesis #1, other 
statistical analysis concerning educators beliefs, their training, and why they thought 
training was important were inconclusive.  A chi square test of significance was initially  
 
94 
completed using the data obtained from the question: How would you rank the 
importance of meeting the social and emotional needs of the children in your classroom? 
(Survey Item #12) and Survey Item #15 dealing with educators‟ beliefs about their 
training.  The results of the chi square were noteworthy at .0635.  However, these results 
could not be considered statistically reliable since 17 cells contained a count less than 
five.  This occurred because the majority of teachers ranked meeting students‟ social and 
emotional needs in the classroom as very important or important.  A bivariate correlation 
was therefore completed to eliminate the problem of low cell count.  Significance was not 
obtained when this analysis was completed (0.359). 
An independent sample t-test was also run to determine if there appeared to be a 
relationship between taking classes in the area of social and emotional needs (Survey 
Item #17) and educators‟ opinions concerning the importance of meeting the students‟ 
social and emotional needs (Survey Item #12).  Significance was not obtained (0.395) 
using this analysis.  Additionally, an analysis of variance (ANOVA) was performed to 
determine if there was a relationship between the number of classes relating to social and 
emotional needs that educators had taken during his or her initial training (Survey Item 
#18) and the opinions of educators concerning the importance of meeting students‟ social 
and emotional needs in the classroom (Survey Item #12).  No significance was found 
with this analysis (0.281).  It should be noted however, that less than 30% of the 
educators reported receiving any specific training in meeting students‟ social and 
emotional needs during their initial teacher training.  Therefore, the number of responses 
to be used in this analysis was relatively small (66 participants).  
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The educators participating in this study were also given the opportunity to mark 
why they believed meeting the social and emotional needs of their students in the 
classroom was important (Survey Item #13).  The educators were asked to “mark all that 
apply” and were given the opportunity to write in their own answers as well.  Possible 
answers included: A) I do not believe that it is important, B) Helps with discipline, C) 
Improves the self-concept of the child, D) Improves the child‟s ability to succeed 
academically, E) Helps the child get along with peers, F) There is a more pleasant 
learning environment for everyone when the students‟ social and emotional needs are 
being met, and G) Other – please list below.  A space was provided for educators to write 
in other responses.   
To determine if there was a relationship between how respondents ranked the 
importance of meeting students‟ social and emotional needs (Survey Item #12) and the 
reasons given why they thought doing so was important (Survey Item #13), a chi square 
analysis was conducted between the educators‟ responses to Survey Item #12 and each of 
the answer choices in Survey Item #13.  Although each of the answer choices provided in 
Survey Item #13 were marked by some participants, significance was determined with 
only three. These were: C) Improves the self-concept of the child (0.019), D) Improves 
the child‟s ability to succeed academically (0.049), and E) Helps the child get along with 
peers (0.04).  
To determine if graduate work influenced responses, the researcher asked the 
question: “Have you had classes as a graduate student that specifically dealt with meeting 
the social and emotional needs of students?” (Survey Item #19).  A chi square analysis 
was completed using Survey Item #19 and each of the possible responses to Survey Item  
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#13.  Three of the seven possible responses were significant or noteworthy.  Significance 
was shown at 0.044 between teacher training and the proposal that meeting students‟ 
social and emotional needs improved self-concept.  The proposal that meeting students‟ 
social and emotional needs in the classroom helped with discipline was correlated to the 
educators‟ training at 0.053 and was therefore considered noteworthy.  The proposal that 
meeting students‟ social and emotional needs in the classroom helped the child get along 
with his or her peers was also noteworthy at 0.058.    
Educators participating in this study were also asked if they received their initial 
teacher training before 2002 (Survey Item #11).  This date was chosen because new 
licensing standards were initiated in at least one of the Midwestern states in 2002.  Many 
of the educators participating in this study worked and/or attended college in this state.  
The new licensing standards put into place in 2002 required that educators receive 
licenses that demonstrated a developmental level, such as early childhood and/or middle 
childhood generalist, and a content level rather than grade level licenses as had been done 
in the past (U.S. Department of Education, 2008).   
There was a significant difference in how educators who received their training 
before 2002 responded when compared to those educators who received their initial 
teacher training during or after 2002.  While 16.5% of educators trained before 2002 
agreed or strongly agreed that they had received proper training in the area of meeting 
students‟ social and emotional needs in the classroom, 26.6% of teachers who received 
training during or after 2002 agreed or strongly agreed that they had received appropriate 
training.  Additionally, a much larger percentage (55.3%) of educators who received their 
training before 2002 either disagreed or strongly disagreed with the statement that they  
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were properly trained to meet students‟ social and emotional needs in their initial teacher 
training, compared with only 35.5% of educators trained after the standards had changed 
in 2002 (see Figure 7 and Figure 8).  Using an independent samples t-test, significance 
was shown at 0.015. 
 
 
                                          Figure 7 
                         Responses of Teachers Trained Before 2002 
17%
55%
28%
Agreed or Strongly
Agreed
Disagreed or
Strongly
Disagreed 
Somewhat
Disagreed
 
How would you respond to the statement “During my initial teacher training 
program, I was properly trained to meet the social and emotional needs of my 
students”? 
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Figure 8 
                   Responses of Teachers Trained During or After 2002 
27%
36%
37%
Agreed or Strongly
Agreed
Disagreed or
Strongly
Disagreed 
Somewhat
Disagreed
 
How would you respond to the statement “During my initial teacher training 
program, I was properly trained to meet the social and emotional needs of my 
students”? 
 
 
In summary, there appears to be some evidence that many educators believe that 
during their initial teacher training they were not properly trained to meet the social and 
emotional needs of their students.  While the majority of educators participating in this 
study indicated this to be true, teachers who had been trained during or after 2002 were 
more likely to feel that they did get proper training in meeting their students‟ social and 
emotional needs in the classroom.  The reasons behind this shift in opinion are not 
explored in this study; thus research in this area is needed.  Additionally, there appears to 
be some evidence that teachers who have taken graduate-level classes that specifically 
deal with meeting students‟ social and emotional needs are more likely to link social and 
emotional issues to academic achievement.  These findings are discussed further under 
Research Question #4 - Hypothesis #3.  
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Research Question #2 
Is the perceived importance of meeting students’ social and emotional needs in the 
classroom related to number of years of experience of the educator?   
Research Question #3 
Is the perceived importance of meeting students’ social and emotional needs in the 
classroom related to grade levels of teaching experience (e.g., early childhood, 
middle childhood, secondary education)?  
Hypothesis #2:  Experiences of educators (e.g. years of service, grade levels taught) 
will be correlated with the educators’ opinions concerning the importance of 
meeting students’ social and emotional needs in the classroom.  
 
  Research Question #2 and Research Question #3 both sought to determine if there 
was a relationship between educators‟ opinions concerning the importance of meeting 
students‟ social and emotional needs in the classroom and the experiences of educators in 
the school environment.  The researcher wanted to determine if the number of years that a 
survey participant spent working in education, or the professional experiences of the 
educator working with different age groups, correlated with the educators‟ opinions on 
meeting students‟ social and emotional needs in the classroom. 
The researcher first approached Hypothesis #2 by asking the educators 
participating in this study a direct question.  Survey Item #16 asked: Do you believe that 
your opinion concerning meeting the social and emotional needs of children has changed 
since you first started working in the field of education and if so, how has it changed?  
The response choices given were:  A) I consider meeting the social and emotional needs  
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of my students of more importance than I did when I first began working in education, 
B) I consider meeting the social and emotional needs of my students of less importance 
than I did when I first began working in education, or C) My opinion has not changed 
since I began my career in education.  One hundred and sixty-two educators (72%) 
reported that they considered meeting the social and emotional needs of their students 
more important than they had when they first began teaching.  Only three educators (1%) 
reported that they considered meeting the social and emotional needs of their students 
less important than they had at the beginning of their careers.  Fifty-four educators (24%) 
indicated that they did not believe that their opinion had changed over time.   
  Although these results appear compelling, further analysis did not support the idea 
that there was a significant correlational relationship between the number of years taught 
and how educators ranked the importance of meeting students‟ social and emotional 
needs in the classroom.  To determine if there was a correlation between these two 
variables (i.e., years of experience and perceived importance of meeting students‟ social 
and emotional needs), a Pearson r correlation coefficient was done using data from 
Survey Item #8 (How many years have you worked in the field of education?) and 
Survey Item #12.  No significance was found (0.587).  Additionally, an ANOVA was 
used to obtain analysis of the relationship between the number of years teaching (Survey 
Item #8) and the educators‟ ranking of the importance of meeting the social and 
emotional needs of the children in the classroom (Survey Item #12) and those results 
were also not found to be  significant (0.769).    
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  The educators‟ beliefs concerning the importance of meeting students‟ social and 
emotional needs in the classroom appears to be directly correlated to the grade levels in 
which they work (see Table 1). 
 
Table 1 
Opinions of Educators on Meeting Social and Emotional Needs 
(Broken Down by Grade Levels / Positions) 
 
How would you rank 
the importance of 
meeting the social 
and emotional needs 
of the students in 
your classroom? 
Present Grade Levels / Positions 
Pre-
School 
K & 
1st 
2nd 
& 
3
rd 
4th, 
5th & 
6th 
7th & 
8th 
High 
School 
Post 
High 
School  Total 
Not important  0  0  0  0  0  0  0  0 
Of Little Importance  0  0  0  0  0  0  1  1 
Somewhat Important  0  0  0  1  3  4  2  10 
Important  0  8  9  14  7  5  2  45 
Very Important  8  26  16  22  12  5  7  96 
Totals  8  34  25  37  22  14  12  152 
 
 
To determine if a relationship existed between the educators‟ opinions on the 
importance of meeting students‟ social and emotional needs (Survey Item #12) and the 
educators‟ experiences at a particular grade level, a chi square analysis was completed 
using data from thFe questions “In what grade level(s) do you presently work?” (Survey 
Item #5) and “How would you rank the importance of meeting the social and emotional 
needs of the children in your classroom?” (Survey Item #12).  These two items were 
highly significant at 0.002.  All early childhood educators (i.e., grades pre-K through 3
rd 
grade) ranked meeting the social and emotional needs of children in the classroom as 
important or very important.  Every pre-school teacher ranked it as very important.   
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Twenty-six of the 34 kindergarten and first grade teachers ranked it as very important and 
8 kindergarten and first grade teachers ranked it as important.  Sixteen of the second and 
third grade teachers ranked students‟ social and emotional needs as very important and 
nine ranked it as important.  The ranking of the importance of meeting the social and 
emotional needs decreased as the grade level increased (see Table 1).  A   larger 
percentage of individuals began to rank the importance of meeting students‟ social and 
emotional needs as less important at each incremental step.  However, it should be noted 
that in spite of the descriptive evidence gleaned from frequency counts, the chi square 
analysis may be considered flawed because there are numerous cells with frequency 
counts less than five.   
The researcher also collected additional demographic data that was used to 
determine if correlational patterns existed between teacher experiences and responses.  
One of these areas was the school environment.  Data was collected on the type of school 
setting in which each participant worked (Survey Item #2 and Survey Item #3).   A wide 
range of work environments were reported.   Sixty-one educators (27.1%) worked in 
settings where 25% or fewer of their students were free-or-reduced lunch.  Sixty-eight 
educators (30.2%) worked in settings where 25%-50% of their students were free-or-
reduced lunch.  Forty-eight educators (21.3%) worked in settings where 50-75% of their 
students were on free-or-reduced lunch.  Twenty-two educators (9.8%) worked in settings 
where 75-100% of their students were free-or-reduced lunch and twenty-five (11.1%) 
were unsure what percentage of their students were on free or reduced lunch.  Chi square 
analyses were run to see if the type of school setting in which an educator worked (e.g., 
public, private, parochial) or the percent of students receiving free or reduced school  
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lunch correlated with educators‟ responses.  No significant correlations were found in 
either case.  
   Another area examined was the correlation between the amount of education a 
participant had completed and the participant‟s beliefs about the importance of meeting 
social and emotional needs in the classroom.  There was a significant correlation using 
ANOVA (0.02) and chi square (0.01).  Note that the pattern of responses peaked with 
educators who had completed their Master‟s Degree, but then fell with those who had 
completed a Doctoral Degree.    
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Research Question #4 
To what extent do educators believe that meeting the social and emotional needs of 
students in the classroom affects students’ learning? 
Hypothesis #3 
Educators believe that meeting social and emotional needs of children in the 
classroom will influence student learning.   
 
  The researcher asked the educators this question directly in Survey Item #14.  
Respondents were asked on a scale of 0-10, with 0 being no effect and 10 being a 
significant effect, to what extent do you believe meeting the social and emotional needs 
of a student in the classroom affects that student‟s ability to learn?  Ninety-eight 
educators (44%) reported that they felt meeting social and emotional needs in the 
classroom significantly affected students‟ ability to learn, ranking the effect at 10.  Forty-
four educators (20%) ranked the importance at 9 points; while 54 educators (24%) ranked 
the effect at 8 and 20 educators (9%) ranked it at 7 points.  Four educators ranked the 
effect at 6 points and three educators ranked the effect that meeting students‟ social and 
emotional needs in the classroom has on their learning below 6 on a scale of 1-10 (see 
Figure 10).  
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These findings were also supported by a chi square analysis conducted between 
the responses to: “How would you rank the importance of meeting the social and 
emotional needs of the children in your classroom?” (Survey Item #12) and one of the 
answer choices in Survey Item #13.  Survey Item #13 asked: “If you think meeting 
children‟s social and emotional needs in the classroom is important, please mark all 
reasons why you believe it is important.  If you do not believe it is important, please mark 
only answer A.  Feel free to give additional answers in the box.”  Choice D of Survey 
Item #13 was “Improves the child‟s ability to succeed academically.”  This answer choice 
was significant at 0.04. 
On a scale of 0-10, the Effect Educators Believe Meeting the Social and 
Emotional Needs of Students Affects Students Ability to Learn.
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Figure 10￿
￿
How Meeting the Social and Emotional Needs of Students Affects Students' 
Ability to Learn (as Perceived by Educators) 
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Additionally, some evidence was found to indicate that there was a relationship 
between classes taken at the graduate level (Survey Item #19) and educators‟ beliefs that 
meeting students‟ social and emotional needs in the classroom affects students‟ ability to 
learn (Survey Item #14).  A 2-sample t-test was conducted using Survey Item #14 and 
Survey Item #19 and significance was found at 0.018.  This data indicated that educators 
in this study who reported taking graduate-level classes that specifically dealt with 
meeting the social and emotional needs of students were more likely to link students‟ 
ability to learn to students‟ social and emotional needs being met.  However, caution 
should be taken because this statistical analysis does not reflect a causal relationship.  
Further research would be needed to determine what other mitigating factors might be at 
play with this correlation.   
Statistical analyses were used to determine if correlations existed between factors 
such as educational experiences, training, and gender and the answers given. Educators 
who worked with special education populations were more likely to rank the correlation 
between meeting social and emotional needs and learning higher, with a mean score of 
9.19, than those who did not work with special education populations, whose mean was 
8.83.  While there is not enough of a difference between the mean scores to report 
significance, the results are noteworthy at 0.10.  These results were supported in the free-
response items addressed below.   
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Optional Free-Response Survey Items 
  Because this survey was completed online and not in the presence of the 
researcher, the researcher wanted to provide the educators with the opportunity to expand 
on their answers, clarify responses and provide any additional information that the 
educators thought might be pertinent.  These free-response survey items were: 
Survey Item #21: Please provide a brief explanation as to why you would or 
would not like to receive further training. 
Survey Item #23: Please share any topics concerning social and emotional needs 
of students about which you are interested in learning more. 
Survey Item #24: What else would you like the researcher to know about your 
experiences in meeting students‟ social and emotional needs in the classroom?   
Survey Item #25: Please use this box to clarify any responses or to add any 
additional comments you would like to make.  
Some of responses given by study participants supported the statistical finding 
presented for each hypothesis.  Hypothesis #1 stated:  Educators believe that during their 
initial teacher training they were not properly trained to meet the social and emotional 
needs of their students. While none of these questions directly asked the educators about 
their initial teacher training, teacher training was a topic that was frequently addressed in 
the free-response questions.  The responses given by participants varied, but several 
themes emerged pertaining to educator‟s concerns about both the training they initially 
received and the training that they would like to receive in the future.  The most prevalent 
theme (92 responses) was the educators needed more training in their pursuit to be life-
long learners.  Teachers wanted to continue to gain pertinent information that would help  
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bring about student success at school, which the educators believed included social and 
emotional learning.  Below are three sample responses that are related to this theme:  
  “It is an ongoing struggle in which I feel ill-equipped.  My students are very 
important to me and most of what I‟m doing comes from my gut and my heart. 
The more I learn, the better and more effective teacher I may become” 
(Participant 263). 
  “I would love to learn how to best prepare my students for a great start to 
education.  A large part of that is making sure that I am trained to be the best 
teacher I can be.  I would see this training as a very valuable tool” (Participant 
92). 
  “I think it‟s important to continue to learn how we can help children.  It‟s all part 
of being a life-long learner” (Participant 10). 
Another common theme in the free-write responses was that the needs of children 
are changing.  Many educators commented that they believed issues of poverty, abuse, 
neglect, and divorce were more prevalent today and teachers needed more training to 
meet the social and emotional needs of students‟ who are dealing with these issues.  
Within these responses, educators often reported that access to other professionals such 
as counselors and psychologists was limited.   Below is a sampling of the 72 responses 
received in this area.   
  “I think it is vital that we receive some training in this area.  We have more and 
more kids coming to us on a daily basis with so many needs, yet the support for 
these students is next to nothing.  It is very hard to teach a child anything when  
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they have so many needs that teachers didn‟t even address five years ago” 
(Participant 47). 
  “Students come buried under so much baggage that there is not room for learning.  
I must learn how to help them handle that baggage so they can learn.  That 
baggage changes over time; stress at home, testing stress, peer pressure, society 
pressures.  It changes with time and help is needed by the teachers to help the 
students” (Participant 211). 
  “Students come from a more socially and emotionally stressed environments 
today than in the past.  Issues of generational poverty, abuse, neglect, divorce, etc. 
are becoming more prevalent in an increasingly financially strapped environment” 
(Participant 51). 
  “We can‟t just send kids to a counselor because he can only see certain kids.  
Therefore, it is up to us to help them through things” (Participant 43). 
Three other themes emerged in the free-write responses that related to the 
importance of training in social and emotional needs.  The first linked the importance of 
meeting students social and emotional needs to academic achievement.  Those responses 
will be shared under Hypothesis #3.  The other two themes were related and often 
appeared together in the responses.  These themes were 1) receiving training in this area 
because there was a need for the healthy development of the whole child, including areas 
such as self-concept and confidence building, and 2) receiving training because it would 
help establish appropriate school and classroom communities.  A small number of these 
responses have been listed below:  
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  “I think that meeting their social and emotional needs is important and that with 
further training I could meet their needs better.  I also think it would improve the 
classroom community as well as student willingness to learn” (Participant 52). 
  “As a school… I feel that all staff could benefit from understanding how essential 
it is that all students feel welcome and safe no matter their background or 
previous issues…” (Participant 46). 
  “I believe that teachers need further training to help in serving our students 
better… We are with these students for many hours of the day and we need to be 
making school a safe and relaxing place.  We may be the only consistent thing 
that they have in their lives” (Participant 67). 
Other responses dealing with the issues of establishing safe environments and healthy 
communities, building self-esteem and confidence among student populations and similar 
ideas can be found in Appendices D, E, F, and G. 
Hypothesis #2 stated:  Experiences of educators (e.g., years of service, grade 
levels taught, experiences working with special populations) will be correlated with the 
educators‟ opinions concerning the importance of meeting students‟ social and emotional 
needs in the classroom.  While a few of the free-response items did mention that an 
educator worked with a particular grade level or student population, most did not.  One 
exception to this is listed below: 
  “My experience was with students in seventh and eighth grade.  At that 
age/development level, they sometimes seemed to be in almost a hold pattern 
academically.  They were so overwhelmed by the changes they were experiencing 
in their bodies, that they were so enamored with social interaction among their  
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peers (the need to fit in and to be „popular‟) that they had little interest or energy 
to put towards learning…” (Participant 160).    
Several educators dealing with special needs students took the time to write in additional 
comments in the optional free-response section.  Below are a few that were submitted:  
  Special Education students have their own special set of social and emotional 
needs that need to be addressed in order for them to succeed (Participant 32). 
  Specifically, I would like more training in helping students with disabilities and 
how that effects their social and emotional areas of life (Participant 253). 
  I am interested in receiving training in the emotional needs of gifted students, 
Aspergers and Autism Spectrum, ADD and ADHD needs (Participant 51). 
Hypothesis #3 stated:  Educators believe that meeting social and emotional needs 
of children in the classroom will influence student learning.  
Responses from educators on the free-response items frequently mentioned the 
relationship between learning and academic achievement.  In fact, the role that meeting 
social and emotional needs played in academic achievement was specifically mentioned 
75 times in the free-response items.   Below is a sampling of these responses: 
  I think that social and emotional concerns play a big role in our students‟ 
academic success (Participant 159). 
  I feel that in order to meet our students‟ academic needs, we must get through 
their social needs.  A child cannot effectively learn in a school environment if 
he/she is worried about all of the social aspects of his/her life (abuse, money, 
food, house, parental involvement or lack of, etc.) (Participant 23).  
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  I think children must have their social and emotional needs met in order to learn 
and perform at the best of their ability ((Participant 99). 
One of the free-response items asked the educators to “Please share any topics 
concerning social and emotional needs of students about which you are interested in 
learning more” (Survey Item #23).  There was a wide range of responses both in topic 
and length.  Some educators named multiple topics, while others focused on one 
particular concern.  Themes of helping students who were living in poverty, students who 
had special needs, and students who were coming from poor home situations were 
prevalent in many of the responses.  Concern about working with parents was also 
frequently reported.  Examples of different responses are listed below.  A full list of 
topics can be found in Appendixes D, E, F, and G.   
  “How to encourage high IQ/good academic students that are from low economic 
and/or poorly parented families” (Participant 142). 
  “Students dealing with a loss of a loved one.  Since I have been teaching, I have 
had six parents of children pass away, one child losing both parents.  These were 
all kindergarten and first grade students.  At such a young age, this is a very hard 
thing to explain to the students and the reactions have all been different.  This has 
by far been the hardest thing about teaching!” (Participant 60). 
  “Dealing with grief and anger” (Participant 119). 
  “Poverty, alcohol and drug abuse, emotional needs of gifted students, Aspergers 
and Autism Spectrum, ADD and ADHD needs, abused children (sexually, 
emotionally, physically, and neglect), behavioral adaptations for EH students,  
 
114 
How to deal with stressful teaching environments,,, student assistance programs” 
(Participant 51). 
Not every educator who filled out the survey was interested in receiving more 
training.  Fifty-four participants (24%) said they would not be interested in receiving 
training in meeting the social and emotional needs of students at this time.  The reasons 
given for this varied, but the most common response (31 participants) was that they had 
either recently retired or planned to retire in the near future.  Other educators reported 
that while they found this to be an important topic, they felt that they were already 
adequately trained in this area, having received degrees in counseling, psychology or 
participated in other related training.  A few educators did not feel that training in social 
and emotional needs would be helpful. Those responses are listed below: 
  “I think after 13 years of working with the general education population, the 
special education population, and becoming a mother, I have developed a 
somewhat thorough understanding of the social/emotional needs of my students” 
(Participant 19).   
  “I think it all depends on making meaningful, personal relationships with 
students.  How to do that cannot really be taught” (Participant 127) 
  “I feel I already do a good job meeting the social and emotional needs of my 
students.  Any training I would do in my spare time would be focused on use of 
technology” (Participant 260). 
  “I get along just fine without additional training.  It‟s a matter of common sense” 
(Participant 192).  
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  “Presently, when working with students it is on a one-to-one basis and there 
doesn‟t seem to be as big a problem with the social and emotional problems” 
(Participant 201). 
Approximately 88% of the educators completed at least one of the optional free-
response survey items.  One hundred and eighteen educators responded to one item; 48 
educators respond to two items; and 30 educators answered three or more items.  Only 28 
educators did not respond to any of the free-response items.  Concern for their students‟ 
well-being and the desire to do the best possible job educating those students were 
frequently mentioned in the educators‟ responses.  Frustration with lack of resources 
spent towards meeting the needs of the whole child including social, emotional and 
physical well-being was addressed in several responses.  Below is a sampling of some of 
the additional information that educators chose to share.  A full listing of free-response 
items can be found in Appendixes D, E, F, and G.        
  All the focus is on test scores and meeting some arbitrary set of strands set by 
people who never work with kids, and the kids are getting lost in the numbers.  
It‟s time we started looking at kids again as kids, not as statistics (Participant 
105). 
  Teachers are so over burdened with meeting state standards that they do not 
attend to social issues …it leaves little time to focus on the social dynamics and 
the emotional needs of a student or a class (Participant 215). 
  I don‟t believe that the Ohio schools, in general, prepare students for life… If we 
do not teach towards the test, we lose out jobs…(Participant 195). 
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Summary and Discussion 
  Overall, these data show that the majority of educators surveyed considered 
meeting social and emotional needs of children in the classroom to be a vital component 
to children‟s educational success.  The reasons for this were numerous and varied, but 
certain themes emerged from both the statistical data and the information provided in the 
optional free-response items (Survey Items #21, #23, #24, and #25).  Educators reported 
that meeting students‟ social and emotional needs in the classroom improves the 
children‟s self-concept and helps children get along with their peers.   
Furthermore, most educators believed that meeting students‟ social and emotional 
needs in the classroom assisted the children in performing better academically.  
Educators frequently reported that they believed it was extremely difficult for students to 
concentrate on their academic work when they were focused on other social and 
emotional issues.  Situational concerns such as poverty and a poor home environment 
were often discussed as contributing to students‟ academic difficulties.  Many educators 
felt these concerns were more prevalent than they had been in the past.  The rise in 
conditions such as autism, ADHD, bi-polar and other disorders that involve social and 
emotional needs was also noted.      
  Most educators reported that they now believed that the social and emotional 
component to learning was more important than they did when they began their careers, 
although the statistical analysis of that was inconclusive.  While it is unclear why so 
many respondents said their opinions had changed over time, a shift in educators‟ 
opinions over time was not shown to be statistically significant.    
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Additionally, there was some evidence that educators who received their training 
after 2002, while still desiring more training, were more likely to believe that they had 
received appropriate training in the area of meeting their students‟ social and emotional 
needs during their initial teacher training.   The statistical analysis performed did not 
indicate a cause and effect relationship.  Therefore, more research will be needed to 
determine if this trend would be duplicated in other studies and what the underlying 
reasons were.  Educators also reported feeling ill-equipped to meet the social and 
emotional needs of all their students and welcomed the idea of more training in this area.   
Few educators reported receiving rigorous training focusing on meeting the social and 
emotional needs of the students in their initial teacher training.  Therefore, it was difficult 
to determine a correlation between educators‟ training and responses.  However, there 
was some indication that educators who completed graduate classes that had a social and 
emotional component were more likely to link children‟s social and emotional needs 
being met to academic achievement.   
There did seem to be a correlation between the experiences of the educators and 
the educators‟ opinions concerning meeting students‟ social and emotional needs in the 
classroom particularly in importance and how this affected learning.  Early childhood 
educators were more likely than any other group to rank meeting students‟ social and 
emotional needs as very important.  Educators who worked with special education 
populations reported the highest correlation between students‟ social and emotional needs 
being met and academic achievement.  One finding not anticipated was that educators 
who had completed post-graduate work ranked the importance of meeting students‟ 
social and emotional needs in the classroom slightly lower than other educators.   
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  Additionally, there seemed to be a correlation between gender and the responses 
given concerning the importance of meeting students‟ social and emotional needs in the 
classroom.  It should be noted, however, that there were not equal numbers of males and 
females participating in this study.  Only 33 males (14.7%) completed the survey while 
188 females (83.9%) completed it.  Since the participants in the study were anonymous 
volunteers it was not possible for the researcher to control for gender equity..   
  Finally, it is important to note that this research was only a small study completed 
in one section of the Midwest.  It would be inappropriate to generalize these results to all 
educators in United States or even to all educators in the Midwest.  Additionally, the 
educators completing the survey were self-selected volunteers and may not be 
representative of American educators in general.    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
Chapter V 
Summary, Conclusions, Implications for Practice and Recommendations 
 
Summary of the Study 
Purpose 
The primary purpose of this study was to examine educators‟ perceptions of how 
the social and emotional needs of students play a role within the educational 
environment.  Specifically, the researcher sought to ascertain whether the perceived 
importance of students' social and emotional needs in the classroom was related to the 
educators' initial teacher training, the number of years of experience of the educator, the 
areas of teaching expertise of the educator within the educational setting, or a 
combination of these. The researcher also sought the opinions of educators on the 
relationship between students‟ learning and students‟ social and emotional needs being 
met.  Additionally, the researcher attempted to determine whether educators believed that 
they would benefit from further training in the area of social and emotional learning.   
 
Background   
As an educator, I have worked over three decades with diverse populations of  
students from a wide variety of social-economic backgrounds. These experiences, 
ranging from primary, intermediate, and secondary through college levels, have included 
students in multiple disciplines, such as special education, mixed-ability classrooms, and 
gifted and talented programs.  Although every experience was unique, I often found  
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myself dealing with social and emotional issues within the different educational settings, 
and I observed many colleagues doing the same. I began to ponder how much of an 
impact meeting the social and emotional needs of one‟s students could have on their  
educational successes, including the students‟ academic achievements.   I was acutely 
aware that my individual experiences were influencing my thoughts on this topic and I 
wanted to learn more about other educators‟ perceptions concerning meeting students‟ 
social and emotional needs in the classroom.  
Compounding my quest for answers was the fact that National Council for 
Accreditation of Teacher Education (NCATE) includes the areas of social and emotional 
learning in its national teacher education accreditation standards.  These standards state 
that teacher candidates should be able to “demonstrate knowledge, skills and professional 
dispositions to provide learning opportunities to support students‟ intellectual, social and 
personal development” (NCATE, 2007, p. 22).  Other references to social and emotional 
learning can be found throughout the standards, including a requirement that educators be 
aware of  “the importance of establishing positive, collaborative relationships with 
families, colleagues and agencies in the larger community to promote intellectual, social, 
emotional, physical growth and well being of children” (p. 55) and that “elementary 
teachers know, understand and use formal and informal assessment strategies to plan, 
evaluate and strengthen instruction that will promote continuous intellectual, social, 
emotional, and physical development of each elementary student” (p. 55).   These and 
other statements found within the NCATE guidelines led me to search for answers 
regarding the importance of social and emotional learning and how educators were being 
trained in this area.  In my review of literature on social and emotional learning, I found  
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no studies that specifically looked at educators‟ perceptions of social and emotional 
concerns and their beliefs about its role in the classroom. 
Furthermore, an examination of research that looked at teacher training in the area 
of social and emotional concerns turned up minimal results.  One small study completed 
by Marlow and Inman (2003) examined the teacher training practices of 62 colleges and 
universities across the United States in reference to training pre-service teachers in the 
area of social and emotional competencies.  Although a large majority of institutions 
(95% or public and 71% of private) indicated that they believed the topic of social and 
emotional competencies was an issue of concern, only 28% of public institutions and 
36% of private institutions reported providing any classes that addressed areas 
specifically related to social and emotional competencies.  When surveyed as to why they 
thought more was not being done within their academic institutions to address social and 
emotional competencies, institutions cited such issues as a crowded curriculum in the 
teacher education programs, excessive state certification requirements, and a lack of staff 
training in the area.     
A review of other literature concerning students‟ social and emotional needs in 
the classroom revealed several things.  First, numerous articles were written on students‟ 
social and emotional needs and the role they play in a student‟s academic success.  
However, the articles frequently were a reflection of the author‟s personal opinion and 
anecdotal in nature rather than being based on rigorous research.  Previous research 
studies that used more rigorous research procedures often focused on only one specific 
program such as the Three C‟s Program (Johnson & Johnson, 2004), the Resolving 
Conflict Creatively Program (Brown, Roderick, Lantieri, & Aber, 2004), or the  
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Promoting Alternative Thinking Strategies (PATHS) Program (Greenberg et al., 2004).  
These specific programs were used in a limited number of U.S. schools.  Therefore the 
studies may not have reflected what was occurring in the majority of classrooms across 
the United States. 
One possible exception to this pattern of research was a study that was completed 
by Roger Weissberg and Joseph Durlak at the Collaborative for Academic, Social and 
Emotional Learning (CASEL) Foundation.  The researchers completed a meta-analysis of 
over 700 programs across the United States that addressed social and emotional learning 
(SEL), positive youth development, character education, and prevention intervention. 
(CASEL, 2007).  Within this meta-analysis, the researchers looked specifically at 207 
SEL program studies involving 288,000 elementary and secondary students.  The  
research provided strong empirical evidence that social and emotional development 
provided numerous benefits to students including improvement in their personal and 
social skills as well as significant improvement in academic achievement (CASEL, 
2007).  
Although the results of the CASEL research study and other studies (Brown, et 
al., 2004; Greenberg, Kusché, and Riggs, 2004; Hamre and Pianta, 2005; Johnson & 
Johnson, 2004; Ladd et al., 1999; Zins, Weissberg, Wang, & Walberg, 2004) were quite 
compelling, two things should be noted.  First, many of these studies only conducted 
research on organized programs in which a limited number of United States schools 
participate.  Second, little research was found that surveyed the opinions of American 
educators. Specifically, in past research studies educators have not been asked to explain 
what role they believe meeting students‟ social and emotional needs plays in their  
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classrooms except in relation to a specific program being implemented.  Nor had 
educators been asked if they believed they were adequately trained to meet their students‟ 
social and emotional needs.  This study sought to gain educators‟ perspectives on these 
important issues. Consequently, I developed the following research questions and 
hypotheses: 
Research Questions: 
Research Question #1:  Is the perceived importance of students‟ social and 
emotional needs in the classroom related to the amount of training an educator received 
in regards to social and emotional learning during his or her initial teacher training?  
Research Question #2:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to number of years of experience of the 
educator?  
Research Question #3:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to grade levels of teaching experience (e.g., 
early childhood, middle childhood, secondary education)?  
Research Question #4: To what extent does meeting the social and emotional 
needs of students in the classroom affect students‟ learning as perceived by educators? 
Three research hypotheses were then constructed from these research questions. 
Research Hypothesis  
  The following hypotheses were tested at the 0.05 level of significance with 0.10 
results considered noteworthy: 
Hypothesis #1:  Educators believe that during their initial teacher training they 
were not properly trained to meet the social and emotional needs of their students.  
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Hypothesis #2:  Experiences of educators (e.g. years of service, grade levels 
taught, experiences working with special populations) will be correlated with the 
educators‟ opinions concerning the importance of meeting students‟ social and emotional 
needs in the classroom.  
Hypothesis #3:  Educators believe that meeting social and emotional needs of 
children in the classroom will influence student learning. 
 
Participants 
The participants in this study were educators solicited from two primary groups 
using a convenience sample method.  These included educators teaching or enrolled in 
graduate-level education classes at a medium-sized Midwestern university and educators 
working in public school system in a neighboring state.  The school system was serving 
approximately 3,000 students in grades K-12.   Over forty percent of the students in the 
system were economically disadvantaged and 15.6% of the students had learning 
disabilities.  Approximately 87% of the students were Caucasian, and 13% of the students 
were one of several minorities, the majority of which were African-American.   
Two hundred and twenty-four educators completed an online survey.  While each 
of these individuals was either teaching or going to school in the Midwest, their 
experiences were diverse.  There were 166 teachers, 22 administrators, 12 college faculty 
members and 24 participants working in other educational capacities.  One hundred and 
eighty-nine individuals identified themselves as females and 33 as males.  The survey 
participants reported having an assortment of educational backgrounds ranging from 
some college to post-graduate degrees. One hundred and seventy-six of the educators  
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received their training before 2002 and 45 educators received their training between 2002 
and 2008. 
The number of years the participants had worked in education ranged from 1 to 40 
years with a mean of 16.20 years.  Ninety-two participants had worked in education for 
less than 10 years.  One hundred and seventy-five educators worked in traditional public 
schools, 22 educators worked in private schools, and 27 educators worked in other 
settings, including colleges.  
The educators worked with students from a variety of different age groups.  Sixty-
seven participants worked in an early childhood setting.  Thirty-seven participants 
worked in grades an upper-elementary setting.  Thirty-six participants worked in a 
secondary setting and twelve participants taught at the post-high school or college level.  
Sixteen participants were not presently working in education.  These individuals were on 
maternity leave, sabbatical, looking for a position in education, or recently retired.  Forty 
of the 224 educators reported working primarily with a special needs population, while 
21 reported working primarily with gifted and talented children. 
  
Procedures 
The researcher recruited volunteer participants to complete an online survey using 
a convenience sampling method.  These participants were recruited from two different 
sources in neighboring states during the summer of 2008. Some participants were 
solicited through a Midwestern public school system serving approximately 3,000 
children in grades K-12.  Educators from each of the nine schools within the district were 
provided information on how to access the survey, a promise of confidentiality, and  
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information on how to contact the researcher and the Institutional Review Board (IRB) 
should the participants have any questions (see Appendix B).  All correspondence from 
the researcher to the educators was sent by the Director of Student Services via the 
school‟s email system.  
Participants were also recruited from online graduate-education classes at a 
medium-sized university.  Professors who were teaching online graduate-level education 
classes during the Summer Session of 2008 were contacted, the purpose of the research 
study was explained, and permission was requested to solicit volunteers to participate in 
the study.  An explanatory letter was placed on the class Blackboard site with a link 
provided to the InQsit address (see Appendix B).  An explanation of the study, guarantee 
of confidentiality, and contact information for the researcher, as well as the Institutional 
Review Board (IRB) was provided within the letter. In the instructions received 
electronically, participants were instructed how to log on to InQsit and take the survey 
anonymously.  In each case, participants in the study were given 20 days in which to 
respond to the survey.  A reminder was sent electronically to all potential participants 
approximately three to four days before the study ended to encourage more responses 
(see Appendix C). 
Two hundred and sixty-seven individuals logged on to InQsit to take the survey, 
however only 231 completed the survey and hit the submit button, allowing the 
researcher to access the answers given.  Seven individuals responded after the deadline 
date and time, so their responses were not recorded in the original data.  It is impossible 
to know why the 36 other individuals did not finishing completing the survey.  They may  
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have changed their mind and stopped at some point while taking the survey, or they may 
have completed the entire survey, but failed to hit the submit button before logging off.    
 
Results 
Research Question #1:  Is the perceived importance of students‟ social and 
emotional needs in the classroom related to the amount of training an educator received 
in regards to social and emotional learning during his or her initial teacher training?  
Hypothesis #1:  Educators believe that during their initial teacher training they 
were not properly trained to meet the social and emotional needs of their students. 
The results of this hypothesis were inconclusive.  Participants were asked to 
respond to the statement: “During my initial teacher training program, I was properly 
trained to meet the social and emotional needs of my students.” (Survey Item #15).   A 
total of forty-one educators or 18% of the participants agreed with the statement (i.e., that 
during their initial teacher training they were properly trained to meet the social and 
emotional needs of their students.)  This total includes five educators who reported 
strongly agreeing with the statement.  A total of 182 educators or 81% or the participants 
did not agree with the statement.  Of the 182 educators who did not agree with the 
statement, 69 educators reported somewhat disagreeing, 72 educators reported 
disagreeing and 41 reported strongly disagreeing.   
Although the descriptive data gathered from Survey Item #15 frequency counts 
appeared to support Hypothesis #1, additional statistical analysis were inconclusive.  A 
variety of statistical analyses were conducted using demographic data such as the number 
of classes educators had completed concerning social and emotional needs, the educators‟  
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opinions on their training, and the educators‟ opinions on the importance of meeting 
social and emotional needs of students.  While some chi square analysis were 
noteworthy, low cell counts in numerous cells made it impossible to report significance.  
Neither was significance found using independent sample t-tests and analysis of variance 
(ANOVA).   
There are several possible explanations for this.  First, it should be noted that 
these results may be skewed because only 66 of the 224 respondents reported taking any 
classes related to social and emotional issues in their initial teacher training.  
Additionally, while educators may have reported not taking classes in social and 
emotional learning, these topics are often covered in other classes through related 
materials.  For example, students who are reading a current book on brain research will 
likely report that they are studying brain research.  However, often such books are filled 
with information on how emotions impact brain functioning and how social and 
emotional issues impact learning (Sousa, 2001; Willis, 2006).  Therefore, reading this 
book may influence educators‟ thoughts on this topic.  Finally, over half of these 
educators completed their initial teacher training more than a decade ago.  Therefore, the 
memory of their initial teacher training may not be accurate.   
There was also a significant difference in how educators who received their 
training before 2002 viewed their training as compared to those educators who received 
their initial teacher training during or after 2002.  Those participants who were trained 
during or after 2002 were more likely to report that they were properly trained to meet the 
social and emotional needs of their students.    Using an independent samples t-test, 
significance was shown at 0.015.  In 2002, one of the Midwestern states underwent a  
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major revision process involving standards, assessment and licensure development.  
Rather than being based on grade levels, the new standards are now based on students‟ 
developmental stages.  How much of an influence this had on educators‟ responses is 
unknown.  It was not possible in this study to determine if the difference in opinions was 
due to the changes standards and curriculum, the age of the teachers, the number of years 
of experience, or some other mitigating factor.  Further research will need to be 
conducted in this area.  However, the significant difference in responses between those 
receiving training before 2002, and those receiving it after 2002, would suggest that 
educators trained in a system that emphasized student developmental stages (i.e., after 
2002) may be better prepared in the areas of social and emotional learning. 
Research Question #2:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to number of years of experience of the 
educator?   
Research Question #3:  Is the perceived importance of meeting students‟ social 
and emotional needs in the classroom related to grade levels of teaching experience (e.g., 
early childhood, middle childhood, secondary education)?  
Hypothesis #2:  Experiences of educators (e.g. years of service, grade levels 
taught) will be correlated with the educators‟ opinions concerning the importance of 
meeting students‟ social and emotional needs in the classroom.  
In order to determine if educators‟ opinions concerning the importance of meeting 
students‟ social and emotional needs in the classroom was correlated with the number of 
years the educator had been working in education, the researcher directly asked the 
question: “Do you believe that your opinion concerning meeting the social and emotional  
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needs of children has changed since you first started working in the field of education and 
if so, how has it changed?” (Survey Item #16).  A vast majority of educators (162) 
reported that they considered meeting the social and emotional needs of their students 
more important than they had when they first began teaching.  Three educators reported 
that they considered meeting the social and emotional needs of their students less 
important than they had at the beginning of their careers and 54 educators indicated that 
their opinions had not changed over time.   
Although these results appeared to be compelling, further analysis did not show a 
statistically significant correlational relationship between the number of years taught and 
how educators ranked the importance of meeting students‟ social and emotional needs in 
the classroom. Some possible explanations can be suggested.  One possibility is that 
individuals‟ memories are not completely accurate over time (Mead, 1992; Sousa, 2002).  
Therefore, the educators are unable to reliably remember their true feelings from when 
they first began teaching.  Another mitigating factor may be simply that so many 
educators responded that they considered meeting students‟ social and emotional need to 
be important or very important (96%) that there wasn‟t much room for growth. Finally, 
the survey only provided set choices that did not allow for degrees of importance.  In 
other words, an educator may always have believed that meeting social and emotional 
needs was very important, and hence marked that answer, yet the educators‟ intensity of 
feelings might still have increased over time, allowing that educator to honestly report a 
change in opinion.  Therefore, more research will need to be done, perhaps using a 
longitudinal approach that tracts teachers‟ opinions.  
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There was a strong correlation between teachers‟ opinions on social and 
emotional needs and the grade levels in which the educator worked.  A chi square 
analysis was completed using data from the question “In what grade level(s) do you 
presently work?” (Survey Item #5) and Survey Item #12.  These two items were highly 
significant at 0.002.   One hundred percent of the educators serving students in an early 
childhood environment (Pre-school through Grade 3) reported meeting children‟s social 
and emotional needs as either important or very important.  However, as the grade levels 
increased the percentage of educators decreased.  Ninety-seven percent of educators 
working in grades 4, 5 and 6 ranked social and emotional needs as important or very 
important, while 86% of educators in grades 7 and 8, and 71% of educators working at 
the high school level did the same.   
There are several possible explanations for this correlation.  One possibility is that 
certain types of personalities are more frequently drawn to different teaching positions.  
One professor reported that pre-service educators in his classes who are preparing to 
become early childhood educators often talk about teaching children, while those 
planning to work in secondary environments often report their plans to teach particular 
subjects (T. Cross, personal communication, November 18, 2008).  Additionally, the 
foundation for early childhood education is based on the study of developmental domains 
including social and emotional, as well as physical, language, and cognitive.  Early 
childhood educators are taught that each of these domains is interrelated and influences 
changes that are occurring in other domains.  Posted on the National Association for the 
Education of Young People (NAEYC) website is the explanation that “predictable 
changes occur in all domains of development -- physical, emotional, social, language, and  
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cognitive -- although the ways that these changes are manifested and the meaning 
attached to them may vary in different cultural contexts.  Knowledge of typical 
development of children within the age span served by the program provides a general 
framework to guide how teachers prepare the learning environment and plan realistic 
curriculum goals and objectives and appropriate experiences” (NAEYC, retrieved at 
http://www.naeyc.org/about/positions/dap3.asp, November 23, 2008).  Therefore, it 
would make sense that early childhood educators would be more likely to place a higher 
value on the meeting the social and emotional needs of their children in the classroom.    
Another possibility is that the school environment itself tends to perpetuate a 
certain culture that dictates the amount of personal interaction that a teachers has with his 
or her students.  The number of students with whom an educator works during a normal 
school day and the amount of time the educator has to spend with each of his or her 
students may also influence how educators view their role in meeting students‟ social and 
emotional needs.  Early childhood educators frequently have the same group of students 
all day long.  However, schools often begin departmentalizing in the upper elementary 
grades.  By the time students reach high school, they often spend less than an hour per 
day with each of their teachers.  All of these factors should be considered in future 
research studies. 
The researcher also collected additional demographic data that was used to 
determine if patterns existed between educators‟ experiences and their views on social 
and emotional needs.  A wide range of work environments were reported.   Chi square 
analyses were run to see if the type of school setting in which an educator worked (e.g. 
public, private, parochial, etc.) or the percent of students receiving free or reduced lunch  
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correlated with educators‟ responses.  No significance correlations were found in either 
case.  However, since the sample size for those outside the public school setting was 
small, further research would be valuable. 
Research Question #4:  To what extent does meeting the social and emotional 
needs of students in the classroom affect students‟ learning as perceived by educators? 
Hypothesis #3:  Educators believe that meeting social and emotional needs of 
children in the classroom will influence student learning. 
The researcher asked the educators this question directly in Survey Item #14.  
Respondents were asked on a scale of 0-10, with 0 being no effect and 10 being a 
significant effect, to what extent do you believe meeting the social and emotional needs 
of a student in the classroom affects that student‟s ability to learn?  Ninety-eight 
educators ranked the effect at 10.  Forty-four educators ranked the effect at 9; 54 
educators ranked the effect at 8; and 20 educators ranked it at 7.  Only 7 of the 224 
educators ranked the effect that meeting students social and emotional needs in the 
classroom has on their learning at or below 6.  Hypothesis #3 was also supported by a chi 
square analysis between Survey Item #12 and choice D of Survey Item #13, which stated 
that meeting students social and emotional needs was important because it “Improves the 
child‟s ability to succeed academically.”  A significant relationship (0.04) was found 
between educators‟ beliefs that meeting students‟ social and emotional needs was 
important and their beliefs that doing so improves a child‟s ability to learn. 
Statistical analyses were also run to determine if correlations existed between 
factors such as educational experiences, training, and gender and the answers given on 
Survey Item #14.   Educators who reported taking graduate-level classes that specifically  
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dealt with meeting the social and emotional needs of students were more likely to link 
students‟ ability to learn to students‟ social and emotional needs being met than those 
who had not completed graduate classes in this area. Educators who worked with special 
education populations were also more likely to associate meeting students‟ social and 
emotional needs with students‟ ability to learn.  Females were more likely to believe that 
meeting students‟ social and emotional needs in the classroom directly affected that 
students‟ ability to learn than males.  Gollnick and Chinn (2004) write, “Research 
indicates that the biological difference between the sexes have little influence on behavior 
and roles in a culture.  Instead, the differences within a society are primarily culturally 
determined, rather than biologically determined” (p.154).  American culture, while 
changing, traditionally sees the role of the female to be more concerned with social and 
emotional issues than the male.   
While each of these results is interesting, caution should be taken to note that this 
statistical analysis does not reflect a causal relationship.  Further research would also be 
needed to determine what other mitigating factors might be at play with these 
correlations. 
 
Conclusions 
  A great deal has been written during the last decade about the benefits of meeting 
students‟ social and emotional needs in the classroom.  The argument has been made that 
children who learn to manage their emotions well will actually be more successful in 
school because they will be better able to focus their attention, process key information, 
and store that learning into their long-term memories (Elias, et al 2002; Kress et al., 2004;  
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Goleman, 2005; Willis, 2006).  Furthermore, educators want their students to become 
responsible, caring individuals who will become knowledgeable life-long learners that 
are prepared to function well outside of the school setting as well as inside it (Elias, 
Wang, Weissberg, Zins, & Walberg, 2002; Kress, & Elias, 2006; Kress et al., 2004; 
Payton et al., 2000; Zins et al., 2000).   The results of this study showed that many 
educators support the premise that meeting students‟ social and emotional needs will 
assist in enabling the students to be more successful learners.  As Participant 215 wrote, 
“We are ultimately working toward equipping our students to become productive 
members of our society.”     
Much of the research that has previously been done in this area examined the 
effects of specific programs that dealt with social and emotional learning (Brown et al., 
2004; Greenberg et al., 2004; Johnson & Johnson, 2004).  This study, however, solicited 
the opinions of educators from a variety of different educational settings, the vast 
majority of which were not using any specific social and emotional learning programs.  
Although all of the educators surveyed were either working in the Midwest or taking 
online classes from a Midwestern university, there was a fair amount of diversity in both 
the educators‟ backgrounds and work environments. Respondents included first year 
teachers to veteran educators with over 30 years‟ experience.  Their educational 
backgrounds also varied dramatically, ranging from basic teacher training to post-
graduate degrees.  Educators worked in a variety of settings including public schools, 
private schools, charter schools, alternative schools and university settings.   Some 
educators worked in districts where poverty was widespread and others worked in middle  
 
136 
class or wealthy neighborhoods.  Educators also served students with a wide range of 
abilities.    
Yet, in spite of these reported differences, many of the educators‟ responses were 
remarkably similar. Two hundred and nine educators (93%) ranked the importance of 
meeting social and emotional needs of the children in their classrooms as either important 
or very important.  The educators gave numerous reasons why they felt social and 
emotional needs to be important, but one of the key reasons given was that the educators 
believed it would improve students‟ ability to learn.  When specifically asked, “On a 
scale of 0-10, with 0 being no effect and 10 being a significant effect, to what extent do 
you believe meeting the social and emotional needs of a student in the classroom affects 
that student‟s ability to learn?” (Survey Item #14), 196 of the 224 respondents (88%) 
ranked the effect 8, 9, or 10.   
Interestingly, when educators answered the questions posed in the free-response 
survey items, none of the educators mentioned any specific research studies or findings.  
Yet, in many cases, the educators‟ opinions on this topic reflect the findings of research 
in this area.  Several studies have linked social and emotional learning with academic 
success (Brown et al., 2004; Greenberg et al., 2004; Johnson & Johnson, 2004).  
Additionally, recent brain research has provided important information on the role that 
the emotions play in one‟s ability to learn (Davidson, Jackson, & Kalin, 2000; Goleman, 
2005; Sousa, 2001; and Willis, 2006).  It is not possible to know whether the educators 
who participated in this study were familiar with any of this research when they wrote 
their responses.  This is an area which should be addressed in future research studies.  
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However, it certainly appears that overall these educators‟ observations are consistent 
with other data being collected on the importance of social and emotional learning,  
There also appeared to be a possible shift in opinion concerning the importance of 
social and emotional needs as educators gained more experience.  While the statistical 
analysis was inconclusive, certain patterns were evident.  One hundred and sixty-two 
educators (72%) reported that they considered meeting the social and emotional needs of 
their students to be more important than they had when they first began teaching.  Only 
three educators (1%) reported that they considered meeting the social and emotional 
needs of their students to be less important than they had at the beginning of their careers.  
Fifty-four educators (24%) indicated that they did not believe that their opinion had 
changed over time.   
However, the overwhelming majority of educators did not feel they were properly 
trained to meet the social and emotional needs of their students during their initial teacher 
training.  Only forty-one educators (18%) reported believing that they were properly 
trained.  These statistical data echo the sentiments of Elias when he said, “The missing 
piece is social and emotional learning. It has never been a part of teacher education. It's 
never been a part of teacher training” (2001). 
Similarities in beliefs were not only present in the statistical analyses of the 
quantitative data, but in the evaluation of the optional free-response items as well.  
Approximately 88% of the educators completed at least one of the optional free-response 
survey items, often writing passionately about their beliefs (see Appendixes D, E, F, and 
G).  Within those responses, numerous concerns were raised, but common themes also 
emerged.  Respondents often relayed concern about children with difficult home  
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situations and posed questions about how the educator might best help these children 
succeed, including questions about working with parents.  Many educators expressed a 
desire to learn more about the social and emotional concerns of children with specific 
medical conditions, including autism, ADHD, bipolar disorder, depression, and others. 
Educators often expressed frustration at not knowing what to do and a desire to be better 
trained.  Finally, some educators expressed concern that with a shift in focus towards 
meeting the demands of NCLB and high stakes testing, there was not much time to 
address social and emotional needs.     
Interestingly, no statistical significance was found when much of the demographic 
data was used to compare groups of educators and their survey responses.  The responses 
of educators working in different SES settings were not significantly different from each 
other.  It also did not seem to matter whether respondents were working in a public or 
private educational setting.  Those who worked primarily with gifted and talented 
students responded much the same way as their counterparts in the regular classroom.  
Also, individuals working in capacities other than the regular classroom teacher such as 
counselors, tutors, librarians, and literacy coaches did not respond significantly 
differently than other educators in most analyses.  This consistency in answers from the 
different demographic groups was somewhat surprising to the researcher.  Further studies 
using larger more diverse populations are needed to see if these results are consistent 
across different studies. Nevertheless, educators in this study overwhelmingly indicated 
that they thought meeting the social and emotional needs of their students was important.  
Educators also believed that meeting social and emotional needs assisted in helping 
children learn, and that educators needed more training in this area.   
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In spite of these many similarities in the information collected from educators in 
diverse situations, some response patterns did emerge.  As previously discussed, early 
childhood educators were far more likely to consider meeting students‟ social emotional 
needs as imperative to a child‟s success than educators who were working in a secondary 
setting.    Educators working primarily with special education students were more likely 
to link meeting social and emotional needs to academic achievement.  Perhaps this is 
because these students face ongoing obstacles each day in their learning environments 
and therefore need additional care and reassurance at school.  Further studies are needed 
that specifically examine the perspectives of those educators who working with special 
populations, including gifted and talented children.  
Interestingly, educators who had completed post-graduate degrees ranked the 
importance of meeting students‟ social and emotional needs in the classroom slightly 
lower than other educators.  One possible explanation for this is that those individuals 
with post graduate degrees tend to be in either administrative positions or college level 
positions where they do not have daily contact with children.  More research is needed to 
determine a definitive explanation for these results.   
Also, gender appeared to play a role in how educators viewed the hypothesis that 
social and emotional needs affect a students‟ ability to learn. Female participants ranked 
the relationship between students‟ social and emotional needs being met and learning 
taking place significantly higher than male participants.  Whether this outcome was 
influenced by the grade levels being taught by these individuals was not addressed in this 
study, but should be considered, since the majority of preschool and early childhood 
educators are females.  Additionally, caution should be taken in interpreting these results  
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because only 33 males (14.7%) completed the survey while 188 females (83.9%) 
completed it.   
  The time frame in which teachers completed their training also appeared to have 
an impact on responses.  Teachers were asked if they received their initial teacher 
training before or after 2002.  This date was chosen because new licensing standards 
were initiated in at least one Midwestern state in 2002.  Many of the educators 
participating in this study worked and/or attended college in this state.   Although the 
majority of teachers completing the survey did not feel properly trained to meet the social 
and emotional needs of their students, teachers who had been trained during or after 2002 
felt significantly better about the training they had received.  Caution should be taken, 
however, in making assumptions based on these limited findings.  This is especially true 
since additional information concerning where the educators were trained and the type of 
training they received was not gathered in this study.  Neither were other possible 
mitigating factors considered.    
 
Limitations 
  There were several limitations to this study.  One of the fundamental challenges 
was that the researcher was unable to find any similar research studies to use in gathering 
background information.  Also, the researcher could find no published survey instruments 
appropriate for use in this research.  Therefore, the researcher sought to develop a survey 
instrument that would collect information on several key points, in addition to gathering 
demographic data.  However, the survey instrument also needed to be brief in length, in 
order to encourage respondents to take the time to complete the survey.  This was  
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especially true since the survey was being completed online by self-selected volunteers 
who were receiving no remuneration for their participation in the study.   
These restrictions led to several challenges.  Often basic information was 
obtained, but follow-up information that would have shed more light on possible 
relationships was not included.  For example, educators were asked if they received their 
training before or after 2002, since some educational programs changed during that time 
frame.  However, educators were not asked where they received their training or other 
specific questions related to the training they received.   
This information could have been extremely helpful in some analyses if it had 
been obtained.  In 2002, the state in which the graduate-education participants were 
taking classes underwent a major revision process involving standards, assessment and 
licensure development.  Rather than being based on grade levels, the new standards were 
based on students‟ developmental stages.  While certain components such as preparation, 
induction, and continued practice could be found in both sets of standards, a key 
difference was the way educators were prepared and how candidates for licensure were 
assessed in the new performance-based licensing system.  The state‟s Department of 
Education website states, “The focus will be on... the actual demonstration of 
understanding and application.  Just as the goal for P-12 education is making learning a 
lifelong process for students, so the goal for teacher preparation is to make knowledge 
and skills related to teaching a career long process” (www.doe.in.gov/dps/standards).  
However, educators were not asked where they received their training or other 
specific questions related to the training they received.  Therefore, while the data from 
this study showed that there was a significant difference between how those participants  
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educated before 2002 viewed their training and how those educated during and after 2002 
viewed their training, it is not possible to determine what mitigating factors might have 
influenced those results.   
The researcher attempted to ask clear concise questions that were unambiguous.  
However, as the data was tabulated, other related questions that had not been asked 
surfaced.  For example, survey questions were presented concerning the number of 
courses educators had completed dealing with students‟ social and emotional needs.  
However, no follow-up questions were asked to gather specific data on what information 
was included in those classes or whether the educators found the classes to be helpful.   
Other basic questions were designed to address the issues in the research 
questions and hypothesis.  However, due to the study format, the study did not address 
the underlying reasons for the responses given.  Examples of this can be found in 
questions about how educators‟ rank the importance of meeting students‟ social and 
emotional needs (Survey Item #12), why educators felt it was or was not important 
(Survey Item #13), and if educators‟ believed meeting students‟ social and emotional 
needs affected the students‟ ability to learn (Survey Item #14).  While each of these 
survey items asked an important question, there are limited follow-up items that address 
from where these beliefs are coming.  For example, knowing whether the educators‟ 
responding to these questions are basing their responses purely on their own experiences, 
or are responding based on what they have learned from reading research materials or 
other pertinent articles, might be helpful in determining how to interpret their responses. 
The decision to have self-selected volunteers use an online survey format was 
chosen for several reasons, including convenience and anonymity.  Nevertheless, this  
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format also led to limitations in the study.  The design did not permit either the researcher 
or the respondent to ask for more information or clarification on either questions or 
responses.  Although the researcher attempted to partially address this weakness by 
providing a section for questions and clarifications in Survey Item #25, the majority of 
respondents did not use this opportunity.  Additionally, there was no way for the 
researcher to ask follow-up questions if a response was unclear.  
This format also did not allow the researcher to determine why 45 individuals had 
logged on to take the survey, but did not complete it.  Possible explanations vary as do 
their relevance to the outcomes.  One explanation is that the participants simply failed to 
scroll all the way down to the bottom of the survey and hit the submit button.  Assuming 
this was a random occurrence, the results of the study would be similar if those 45 
surveys had been included.  However, it is also possible that those 45 individuals started 
the study, discovered the topic dealt with social and emotional needs and logged off.  If 
those 45 individuals purposefully decided to not complete the study because they did not 
believe meeting social and emotional needs of students is important, then had they 
completed the study, the outcomes would in all likelihood have been affected.  This 
information might have been collected if the research had been conducted in a different 
manner, (e.g., the researcher presenting the survey in person to a set group of individuals 
such as all educators attending a staff meeting or all students in a graduate-level 
education class).  While all research formats contain their own set of limitations, using a 
self-selected process to acquire research participants may lead to certain biases being 
present.  
  This study was just a brief introduction to educator‟s perceptions concerning  
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issues surrounding social and emotional needs of students, including training for 
educators in that area.  The design of this study did not allow for cause and effect 
relationships to be determined.  Additionally, since this was a small study that only 
surveyed educators with direct links to the Midwest, the study results cannot be 
generalized to all educators across the United States.  Finally, while the fact that so many 
of the respondents had similar beliefs was interesting; it also led to some specific 
statistical challenges.  Problems occurred with the sampling design because often, in the 
statistical analyses, too many cells had frequency counts of less than five.  This limited 
the types of analysis that could be run and should be considered when designing further 
research.     
 
Implications and Recommendations for Further Research 
Although this study was limited in size and depth, it provided pertinent 
introductory data that can be used as a springboard in planning other research studies.  As 
our knowledge of social and emotional learning increases, it is reasonable that the 
observations and opinions of those working in classrooms across United States be 
solicited in further research studies.  These are the individuals who, on a daily basis, 
witness first-hand how social and emotional issues play a role in the school environment 
and the learning that takes place there. 
Numerous guidelines have been established in recent years through local, state, 
and national organizations to assure that our educators are receiving the best training 
possible before starting to teach, as well as appropriate support systems after they have 
entered the classroom (U.S. Department of Education; Ohio Department of Education;  
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Indiana Department of Education; http://portal.piqua.org).  Collecting feedback from 
educators about their training and experiences in the school environment can provide 
important data for colleges and universities in planning appropriate curriculums, as well 
as school systems developing valuable professional development opportunities. 
Much of the data gathered in this study matched the results of two smaller pilot 
studies completed by the same researcher.  Although the percentages varied slightly, in 
each study the vast majority of educators (over 90%) felt that meeting students‟ social 
and emotional needs in the classroom was important or very important.  Additionally, in 
each study the participants stated that their opinions concerning meeting students‟ social 
and emotional needs had changed over time.  Specifically, the overwhelming majority of 
educators reported placing more importance on meeting students‟ social and emotional 
needs in the classroom as they gained more experience working in schools.   
While this information is certainly noteworthy, the data is coming from a self-
report survey completed by approximately 300 educators, each of which attended 
graduate school or worked in the Midwest.  Therefore, further research is needed in order 
to properly gauge the perceptions of educators from other parts of the country.  
Diversifying a study to include educators from across United States would serve several 
purposes.  It would increase not only the overall sample size, but the size of particular 
subgroups that were not well represented in this study (e.g., males, educators working 
with specific populations, etc.).  It would also allow the researcher to gather information 
from educators who had been trained in different educational environments.   
Improvements could also be made in the survey design.  Using a convenience 
sample where self-selected volunteers complete a short online survey instrument can be  
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expedient for both researcher and participants and assure anonymity.  However, this type 
of design can be problematic in other ways and may introduce bias (Gay, Mills, & 
Airasian, 2006) since those not interested in the topic, or who have negative opinions 
about the topic, may simply choose not to volunteer for the study.  Other survey designs 
such as soliciting information from all of the faculty members in a variety of different 
school districts, or all the students in particular graduate educations classes, might 
provide a more comprehensive picture of educators‟ opinions and eliminate some of the 
bias of using a self-selected sample.  Surveying pre-service teachers might also provide 
valuable information.  
Additionally, other research designs that included an opportunity for educators to 
give more detailed answers and researchers to ask follow-up questions could yield more 
in-depth information on this topic.  It is clear from the number of educators who took the 
time to complete the free-response survey items that many educators have additional 
thoughts to share concerning the social and emotional needs of their students and what 
training in this area would be helpful.  Allowing educators to share more detailed 
information in either a qualitative or mixed methods study could provide more exhaustive 
data.  
 
Chapter Summary 
The primary purpose of this study was to examine educators‟ perceptions of how 
the social and emotional needs of students play a role within the educational 
environment.  The research was conducted in two Midwestern states using an online 
survey instrument.  Data gathered in the study was used to examine the relationships  
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between the experiences of the participants, including both educational training and 
professional experiences, and the educators‟ perceptions concerning the importance of 
meeting students' social and emotional needs in the classroom.  The researcher also 
sought the opinions of educators regarding the relationship between students‟ learning 
and students‟ social and emotional needs being met.  Additionally, the researcher 
attempted to determine whether educators believed that they would benefit from further 
training in the area of social and emotional learning.   
The majority of educators (93%) ranked meeting students‟ social and emotional 
needs in their classrooms as either important or very important.  Many educators reported 
that they believed meeting students‟ social and emotional needs impacted the students‟ 
learning.  Most educators (81%) did not believe they had been properly trained, during 
their initial teacher training, to meet their students‟ social and emotional needs in the 
classroom.  Additionally, 75% of the educators reported that they would be interested in 
receiving more training at this time.      
Some of the educators‟ responses did appear to be related to their education, 
experience and training.  Educators trained during or after 2002 had a more positive view 
of the training they had received concerning social and emotional issues than those 
trained before 2002.  Early childhood educators ranked the importance of meeting 
students‟ social and emotional needs significantly higher than did their colleagues 
working with older students.  Special education teachers were most likely to suggest that 
meeting students‟ social and emotional needs would improve the students‟ learning.  
However, overall, the educators‟ responses to the survey items were remarkably similar 
in spite of the diversity of the respondents.  While more research is certainly needed in  
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this area, the results of this study indicate that these educators consider this to be an 
important topic and are interested in receiving more training in the area of social and 
emotional learning.  
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Appendix A - Survey Questions 
 
There are 22 multiple choice questions and two optional short answer questions. 
Please answer each question to the best of your ability. There is a space for you to 
put comments and/or clarifications at the end of the survey. 
 
 
1.  What is your gender? 
 
A.  Male 
B.  Female 
 
 
2.  In what type of school setting do you work?  
 
A.  Traditional public school 
B.  Charter school 
C.  Alternative school 
D.  Private school affiliated with a religious organization 
E.  Other private school not affiliated with a religious organization 
F.  College or university or other post-high school setting 
G.  Other* 
 
 
*Other - Please explain if you work in a different school setting. [box was provided] 
 
 
3.  How would you describe the social-economic status of the majority of your 
students?  
 
A.  Approximately 0-25%  of our students are on a free or reduced lunch 
program 
B.  Approximately 26%-50%  of our students are on a free or reduced lunch 
program 
C.  Approximately 51%-75%  of our students are on a free or reduced lunch 
program 
D.  Approximately 76%-100%  of our students are on a free or reduced lunch 
program 
E.  I do not know the answer to this question 
 
 
4.  What position do you presently hold in the field of education? 
 
A.  Teacher‟s Aide 
B.  Teacher  
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C.  Tutor 
D.  Counselor 
E.  Administrator 
F.  College instructor or professor 
G.  Other* 
 
* Other - please explain [box was provided] 
 
 
5.  In what grade level(s) do you presently work? (Please mark all that apply.)   
 
A.  Pre-school 
B.  K -1 
C.  2-3 
D.  4-5-6 
E.  7-8 
F.  High School 
G.  College 
H.  I am presently working in another position such as counselor, 
administrator, etc. 
I.  I am retired or not working in education at this time (maternity leave, etc.) 
 
 
6.  Do you work primarily with a special needs population?  If yes, please explain 
what that population is and approximately what percentage of your students fall 
into this category. 
 
A.  Yes  [box was provided] 
B.  No 
 
 
7.  Do you work primarily with a high ability or gifted and talented population?  If 
yes, please explain what that population is and approximately what percentage of 
your students fall into this category. 
 
A.  Yes  [box was provided] 
B.  No 
 
 
8.  How many years have you worked in the field of education?  If retired, please tell 
how long you worked in education before retiring. 
 
______ Years   [box was provided for educators to type in the number] 
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9.  What other grade levels have you taught or positions have you held in the past? 
(Please mark all that apply.) 
 
A.  Pre-school 
B.  K -1 
C.  2-3 
D.  4-5-6 
E.  7-8 
F.  High School 
G.  Special Education Teacher or Coordinator 
H.  Gifted and Talented Teacher or Coordinator 
I.  College Instructor or Professor 
J.  Counselor 
K.  Administrator 
L.  Other* 
 
  *Other - Please explain [box was provided] 
 
 
10. What is your educational background?  
 
A.  Some college work, but no degree 
B.  Associates Degree  
C.  BS or BA 
D.  BS or BA & some graduate work 
E.  MS or MA 
F.  MS or MA & some graduate work 
G.  Ph.D. or Ed.D. 
 
 
11. When did you receive your initial teacher training? 
      
     A.  Before Fall 2002 
            B.  After Fall 2002 
 
 
12. How would you rank the importance of meeting the social and emotional needs of 
the children in your classroom?  For this study, social and emotional needs of 
students are defined as those needs outside the cognitive realm that help the 
students manage their day to day relationships with others including such things 
as impulse control, anger management, goal setting, problem solving, decision 
making, and understanding and accepting others.  
 
A.  Not important 
B.  Of little importance  
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C.  Somewhat important 
D.  Important 
E.  Very important 
 
 
13.  If you think meeting children‟s social and emotional needs in the classroom is 
important, please mark all reasons why you believe it is important.  If you do not 
believe it is important, please mark only answer A.  Feel free to give additional 
answers in the box provided. 
 
A.  I do not believe that it is important 
B.  Helps with discipline 
C.  Improves the self-concept of the child 
D.  Improves the child‟s ability to succeed academically 
E.  Helps the child get along with peers 
F.  There is a more pleasant learning environment for everyone when the 
students‟ social and emotional needs are being met 
G.  Other – please list below  [box was provided] 
 
 
14. On a scale of 0-10, with 0 being no effect and 10 being a significant effect, to 
what extent do you believe meeting the social and emotional needs of a student in 
the classroom affects that student‟s ability to learn?   
 
     ______ [box was provided to type in a number from 0-10] 
 
 
15. How would you respond to the statement “During my initial teacher training 
program, I was properly trained to meet the social and emotional needs of my 
students”? 
 
A.  Strongly Disagree 
B.  Disagree 
C.  Somewhat Disagree 
D.  Agree 
E.  Strongly Agree 
 
 
16. Do you believe that your opinion concerning meeting the social and emotional 
needs of children has changed since you first started working in the field of 
education and if so, how has it changed?  
 
A.  I consider meeting the social and emotional needs of my students of more 
importance than I did when I first began working in education.  
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B.  I consider meeting the social and emotional needs of my students of less 
importance than I did when I first began working in education. 
C.  My opinion has not changed since I began my career in education. 
 
 
17. Did you have classes in your initial teacher training program that specifically 
dealt with meeting the social and emotional needs of your students? 
 
A.  Yes 
B.  No 
 
 
18. If you answered yes to question 17, approximately how many classes did you take 
in this area?  
 
A.  N/A – I did not take any classes dealing with social and emotional needs 
B.  1 
C.  2 
D.  3 or more 
 
 
19. Have you had classes as a graduate student that specifically dealt with meeting the 
social and emotional needs of students? 
 
A.  Yes 
B.  No 
C.  N/A – I have not taken any graduate level classes in education 
 
 
20. Would you be interested in receiving additional training in the area of meeting 
your students‟ social and emotional needs?    
 
A.  Yes 
B.  No 
 
 
22. If you answered yes to question 20, how would you like to receive this training? 
(Please mark all in which you might be interested). 
 
C.  As a college class held on campus or in another physical setting, taken for 
credit 
D.  As an online college class taken for credit 
E.  In a workshop format where some credit options are available 
F.  In a workshop or in-service format with no credit options available 
G.  N/A – I am not interested in further training  
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Optional Short Answer Questions: 
 
 
21. Please provide a brief explanation as to you would or would not like to receive 
further training. 
 
[box was provided] 
 
 
23. Please share any topics concerning social and emotional needs of students about 
which you are interested in learning more. 
 
[box was provided] 
 
 
24. What else would you like the researcher to know about your experiences in 
meeting students social and emotional needs in the classroom?   
 
[box was provided] 
 
 
25. Please use this box to clarify any responses or to add any additional comments 
you would like to make. 
 
      [box was provided] 
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Appendix B* 
 
*This statement was sent to educators in Midwestern school system and to graduate 
students participating in the education classes held on campus at Ball State. 
 
Hello, 
 
My name is Patricia Gillespie and I am presently conducting a small research study as 
part of my dissertation requirements for a doctorate degree in Elementary Education.  I 
am seeking volunteers to take a short online survey.  The survey includes twenty-one 
multiple choice questions and four optional short answer response questions.  
Approximately half of the questions are demographic in nature and will ask about such 
things as how many years you have been working in the field of education, what grade 
levels you have taught, etc.  The other half of the questions will ask for your opinions.  
The survey has been piloted twice and most respondents have found that it takes less than 
ten minutes to complete.   
 
The information provided on this survey will be completely anonymous.  You will not be 
asked to provide your name or any other identifying information.  When the researcher 
views the information you have provided your survey results will simply be assigned a 
number by the computer program InQsit.  Your responses will be tabulated along with 
those of other educators in Ohio and Indiana that will be completing the survey.    
 
If you are willing to participate in this study by completing the survey, please log on to 
http://inqsit.bsu.edu/inqsit/inqsit.cgi/gillespie?2008+Social+and+Emotional+Survey.  
Please answer all questions honestly and to the best of your ability.  It is hoped that the 
results of this study will provide the researcher with important insights about how 
colleges and universities can best train educators to meet the needs of their students.  If 
you have any questions or concerns, please do not hesitate to contact me.  My contact 
information has been provided below. 
 
Thank you so much! 
Pat Gillespie 
 
The following individuals may be contacted if you have any questions: 
Researcher:  Patricia Ann Gillespie      Committee Chair:  Dr. Jill Miels 
Office: 210 Teachers College       Office: 208A Teachers College  
Phone:  937-418-0532         Phone: 765-285-8563  
Email: pagillespie@bsu.edu        Email: jmiels@bsu.edu 
 
Also, if you have concerns about your rights as a research subject, you may contact: 
Amy Boos, Coordinator of Research Compliance 
Office of Academic Research and Sponsored Programs 
Ball State University   Muncie, IN 47306 
(765) 285-5070  irb@bsu.edu  
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Appendix C 
 
*This reminder statement was sent to educators in Midwestern school system and to 
graduate students participating in the education classes held on campus at Ball State. 
 
Statement: 
 
This is a reminder that if you wish to participate in the research study on meeting social 
and emotional needs of students in the classroom, the last day to do so is Friday, July 
25
th.  The survey has been piloted twice and most respondents have found that it takes 
less than ten minutes to complete.  The information provided on this survey will be 
completely anonymous.   
 
If you are willing to participate in this study by completing the survey, please log on to 
http://inqsit.bsu.edu/inqsit/inqsit.cgi/gillespie?2008+Social+and+Emotional+Survey.  
Please answer all questions honestly and to the best of your ability.  It is hoped that the 
results of this study will provide the researcher with important insights about how 
colleges and universities can best train educators to meet the needs of their students.  If 
you have any questions or concerns, please do not hesitate to contact me.  My contact 
information has been provided below. 
 
Thank you so much! 
Pat Gillespie 
 
The following individuals may be contacted if you have any questions: 
Researcher:  Patricia Ann Gillespie      Committee Chair:  Dr. Jill Miels 
Office: 210 Teachers College       Office: 208A Teachers College  
Phone:  937-418-0532         Phone: 765-285-8563  
Email: pagillespie@bsu.edu        Email: jmiels@bsu.edu 
 
Also, if you have concerns about your rights as a research subject, you may contact: 
Amy Boos, Coordinator of Research Compliance 
Office of Academic Research and Sponsored Programs 
Ball State University 
Muncie, IN 47306 
(765) 285-5070 
irb@bsu.edu 
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Appendix D 
 
Included in Appendix D are the responses to Survey Item #21, which stated: 
21. Please provide a brief explanation as to why you would or would not like to   
receive further training. 
The answers have been divided into four categories.  Each category has a general theme.   
Although there is overlap in some of the responses, and some statements could fit into 
different categories, each answer has been provided only once. 
 
Survey Item #21 
Category #1 
Theme:  Educators need more training in their pursuit to be life-long learners and want to 
continue to gain pertinent information that would help bring about student success at 
school. Many educators linked meeting social and emotional needs to student learning as 
well. 
  I think it‟s important to continue to learn how we can help children.  It‟s all part 
of being a life-long learner. (Participant 10) 
  As a teacher I am constantly learning and trying to find new and innovative ways 
to reach my students.  Of course, if it was possible, I would want to have more 
training on how to address the social and emotional needs of my students.  The 
knowledge I gain can only be a benefit to my students and help encourage their 
self concept and their academic achievement. (Participant 15)  
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  I think meeting the social needs of your students is very important and I am 
always willing to learn new information that would improve my students learning. 
(Participant 26) 
  I think you must let children know you care before you can teach them.  I would 
be open to learning new methods for reaching students. (Participant 21) 
  It has been my experience that students with social and emotional needs have 
significant problems in the academic setting. (Participant 22) 
  Students are impacted by factors outside of the educators‟ control.  I would love 
to learn effective ways to meet students needs. (Participant 24) 
  To be better prepared to meet their needs so they are able to be successful in the 
classroom. (Participant 28) 
  It is difficult to fit into the day and I think it would be great to receive resources 
for ways to incorporate it into the curriculum. (Participant 30) 
  I feel that it is important to meet the needs in order to better teach the children. 
(Participant 32) 
  I think it is very important for students to be happy.  If they are happy then they 
are happy in the classroom.  If the aren‟t happy there will be no learning going on 
from that student.  Finding ways to figure out what is wrong with a student and 
how to deal with it in the classroom is a major part of teaching.  Some years is 
more difficult than others, but I fell being able to help students learn is the goal of 
teachers.  So, having training in this area can help teachers teach students lacking 
in this area better. (Participant 33)  
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  Most of my ability to do so is solely based on gut instinct, personal experience 
and the individual at hand.  I would be interested in expanding my knowledge of 
current/effective ways to improve reaching kids in this area. (Participant 34) 
  It‟s an important issue in education. (Participant 38) 
  I feel that if I can meet the social and emotional needs of my students, then 
academics will be easier to teach later on.  Especially since I teach Pre-K, my 
kiddos are at a prime time for molding and learning how to deal with their 
emotions.  If we are given to tools to help our students deal with them at a young 
age, then the struggle might not be so great as they get older. (Participant 39)  
  I would feel more confident in helping a student if I had more training.  A student 
needs that assistance to get along with peers, have confidence in themselves, and 
excel in academics. (Participant 40) 
  I feel that students must have their social and emotional needs met first before 
they are capable of reaching their fullest potential academically. (Participant 41)  
  I believe that this area is important for teachers to learn so that they can better 
relate to the children they are teaching. (Participant 42) 
  I think all teachers can benefit from learning how to better meet the needs of all 
children. (Participant 59) 
  It is important to know how to deal with students who are feeling different 
emotions to best meet their needs.  I feel that I am very sensitive to the students‟ 
needs in my classes, but I am always willing to learn more ways to help students 
with their social and emotional needs. (Participant 60) 
  To help student learning improve. (Participant 231)   
 
177 
  If “Johnny” has not been fed, gotten enough sleep and doesn‟t feel loved; there is 
no way he is going to be able to sit in my classroom and listen to my academic 
instruction. It has NO relevance to him, his basic needs are not even being met! I 
feel that we need as much training/instruction as we can get in order to be ready to 
help meet these needs. In our society today, I truly feel that if we don‟t do it, who 
will? (Participant 232) 
  I am interested in any professional development that would be beneficial to my 
students. (Participant 236)  
  Always interested in learning better ways to reach ALL students. (Participant 228) 
  It would be good to know exactly what is acceptable help and what might be 
going to far. How much time should a teacher spend on this problem? Is it 
appropriate to use recess as a time to work with this student one-on-one? 
(Participant 229) 
  There are always people out there who have much more experience meeting the 
needs of different types of people and students. I have students every year who 
have different needs. What has worked for students in the past may not work for 
the new student. I like to have lots of different ideas for working with different 
types of kids and that can only come from hearing what other have done with kids 
they may have had that are like mine. (Participant 230) 
  There is no parent manual.  Too many parents haven‟t a clue what to do with the 
sociological, cultural and technological shifts today, most need guidance that we 
must provide.  Ergot, we must learn what it is that we should do, (Participant 75). 
  Further education would improve my teaching skills. (Participant 102).  
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  It would help me deliver my instruction better. (Participant 111). 
  I want to get new ideas and strategies to use.  What works?  (Participant 131) 
  Any innovative ideas would be welcome.  I am always eager to keep moving 
forward.  (Participant 140) 
  Training was simply not available when I got my undergraduate degree.  
(Participant 141) 
  I am a life long learner and I find this subject to be to very interesting. (Participant 
191) 
  I believe in continuous education and feel that anything I can do to better my 
understanding of my students and where they are coming from will aide in my 
effectiveness as an educator. (Participant 204) 
  To further my knowledge on this subject. (Participant 217) 
  More training is always better, even if we disagree with it. (Participant 220) 
  It would help when dealing with my ability to deal with these students. 
(Participant 235) 
  A couple of my classes spent a couple of weeks talking about meeting the social 
and emotional needs of our students, but I do not believe that was enough. 
(Participant 80) 
  This is an area where there isn‟t a one-size-fits-all fit, but I do think theory, ideas, 
and suggested strategies could be taught.  Having no instruction at all, anything is 
an improvement. (Participant 48)  
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  New information is helpful as we learn more and more about this area.  Students 
have also become more complex and as teachers, new information and strategies 
are quite welcome.  These children are in our classrooms and the regular 
classroom teachers need to know how to cope and what might work best. 
(Participant 53) 
  I feel that it is very important to meet the students‟ social and emotional needs 
and I would always like to learn new ideas. (Participant 49) 
  I do not feel like I was given any training on how to effectively deal with 
children‟s social and emotional needs in my other classes. (Participant 62) 
  Further training would help me update my knowledge base of programs, etc. that 
are available to use with school age children. (Participant 74) 
  The more understanding that teachers have of meeting the social and emotional 
needs of the students, the easier it will be to cope with the students in your 
classroom.  It is hard because all students are so very different but even a little bit 
of information helps. (Participant 63) 
  Every year I have children in my class that have different needs.  Therefore, I 
need to think of new ways to help meet their needs.  Additional training can 
always help to have some in your back pocket so that when you do meet a new 
student you will have some ideas of how to help. (Participant 68) 
  Further training would help me update my knowledge base of programs, etc. that 
are available to use with school age children. (Participant 74)  
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  Social and emotional needs are very important for teacher and student learning.  
The more teachers are trained, the more they will be able to close the achievement 
gap. (Participant 76) 
  This is vital for the children to be able to experience success in today‟s society.  If 
their social and emotional needs are not met, they can‟t actually perform 
academically in other areas of development.  This is why I would like to have 
training.  I want all the children that I teach to experience success. (Participant 78) 
  As educators there is always more to learn and I try to keep learning.  I had a 
child with a defiance problem one year in second grade and had very little 
information or support for the proper ways to deal with him.  When he was in 5
th 
grade his teacher went to a workshop about defiant children and said “Aha, that‟s 
exactly ______.”   She came back to school and relayed the workshop information 
to all of us, and now I am better equipped to handle those students. (Participant 
81) 
  To improve student learning; to improve classroom management; to improve my 
teaching. (Participant #17) 
  It is something that would be beneficial for the students. (Participant 79) 
  Due to the greater demand of social and emotional needs in my class, it would be 
helpful to know the appropriate way to address the students‟ needs in a more 
timely fashion in order to get the best academic results from them.  Having had no 
prior training in my college studies and a few workshops in my years as a teacher.  
I would be willing to take further training to better assist my students. (Participant 
85)  
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  I could always use extra training to better meet my students‟ needs. (Participant 
89) 
  Since I teach pre-school, I would love to learn how to best prepare my students 
for a great start to education.  A large part of that is making sure that I am trained 
to be the best teacher I can be.  I would see this training as a very valuable tool. 
(Participant 92) 
  As a college professor of elementary education students, I wish to help prepare 
them to meet every student‟s needs. (Participant 94) 
  I think the children must have their social and emotional needs met in order to 
learn and perform at the best of their ability. (Participant 99) 
  Meeting the social and emotional needs of children is needed in the educational 
setting.  It is the basis for all teaching, yet with the NCLB, it seems to make it 
more and more difficult to implement strategies to improve these needs in the 
regular classroom. (Participant 100) 
  We can never know everything – it‟s always good to learn.  The more we know 
the more effective and helpful we can be. (Participant 105) 
  I think further training would help give me guidance on ways to deal with certain 
student issues. (Participant 106) 
  Our future is in their hands and theirs is in ours. (Participant 116)  
  Much of how I deal with students with emotional/social needs is based on my 
own intuition and instincts.  I would like to be formally trained so I could provide 
my students with the best care / help. (Participant 120)  
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  I feel it is an integral part of the education process, as well as discipline and self-
concept.  Every child is different and it would be nice to be better equipped. 
(Participant 121) 
  I think that the key to helping our students advance is to have an understanding of 
their emotional and social needs.  Meet those needs and then you may be able to 
meet educational needs – bleeding heart liberal that is I.  (Participant 122) 
  I feel there are always new methods and skills that I could learn in order to work 
with students.  Especially in special education, social and emotional needs are a 
huge part of my job.  I would like to receive more training in this area.  
(Participant 123) 
  I would specifically like more training in this area to better deal with student's 
behaviors.  (Participant 125) 
  I am open to any and all that is available in meeting the needs of my students.  
(Participant 126) 
  Valuable and detailed information to affirm present day practices.  (Participant 
129) 
  I would be particularly interested in understanding the social/emotional needs of 
young adults as well as brain research which indicates what is happening in the 
young adult brain.  (Participant 134) 
  I would like to know of new practices that allow the teacher to help meet the 
needs of the students.  (Participant 147) 
  Question 13 is a great summary of why these classes are important and necessary 
for teachers. (Participant 151)  
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  The more training or knowledge that we have in this area would not only benefit 
the child but us as well. If the children are happier and learning better our days go 
better as well. Thus, it is a win-win situation. (Participant 152) 
  I would like to receive classes on how to incorporate social/emotional aspects of 
the students‟ lives with the content area that I already teach, rather than teaching 
me just how to relate with the students. (Participant 153) 
  The classroom represents a microcosm of the larger world in which students have 
to be able to function in order to be successful contributing members of society. 
We are discovering a greater disconnect between what children are being taught 
and exposed to at home and the expectations of school behavior. Students are 
often not able to demonstrate their true ability in environments that do not support 
their emotional and social needs. (Participant 155) 
  After reading the book Teaching with Love and Logic, I realized the significance 
of forming a trusting relationship with children in the classroom and the benefits. 
It is a huge success when implemented correctly and consistently. (Participant 
157) 
  I think that social and emotional concerns play a big role in our students‟ 
successes. (Participant 159) 
  I think it would help make my classroom a better environment for all students. 
Often the students whose needs aren‟t being met consume most of my time. 
(Participant 168) 
  For the reasons checked for question 13. (Participant 169) 
  I feel that relationship building is the utmost importance. (Participant 170)  
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  There is always a need to acquire ways and strategies to better meet the needs of 
students. With student population constantly shifting, new challenges arise, new 
circumstances present themselves, new experiences are learned… so a teacher has 
to adapt and adopt new measures to meet the needs. (Participant 175) 
  Helping improve students‟ well-being physically, socially, emotionally and 
academically is very important to me. (Participant 176) 
  I have never received any training and I would love to take some seminars on how 
to motivate the students to perform well in school. (Participant 180) 
  I believe it is important. (Participant 188) 
  I think that it is important to continue education that will impact my students‟ 
learning and in turn, their lives. (Participant 193) 
  I don‟t believe that the Ohio schools, in general, prepare students for life. We 
prepare them to take tests, to read, to write, and etc. However, giving them 
Myers-Briggs tests and allowing them to research future careers is not something 
with which we do well. Instead, we focus to drastically on the tests. However, on 
the other side of the issue, if we do not teach toward the test, we lose our jobs. I‟d 
like to see a selection of curriculum that deals with both future skills and 
immediate skills. (Participant 195) 
  To learn effective ways to integrate the strategies (Participant 200) 
  I would like to do anything that would help me better meet the needs of my 
students. (Participant 202) 
    
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  I am always open to learning more about this concern. I believe that teachers are 
so over burdened with meeting state standards that they do not attend to social 
issues between students. Teachers are so pushed to meet objectives that it leaves 
little time to focus on the social dynamics and the emotional needs of a student or 
a class. (Participant 215)  
  If there is something new and better out there than the techniques I use in my 
classroom, then I hope to know about them. (Participant 216) 
  The more I learn, the better and more effective teacher I may become. (Participant 
218) 
  Today, there are so many issues that a classroom teacher must deal with on a daily 
basis. But my primary goal is to teach academics… and to get those scores up!!! 
But it‟s very difficult to reach my students or to get them focus on “school” when 
they have issues at home. I‟d like to know how to deal with issues so that I‟d 
know the right things to say to my students when they share those issues with me. 
For example… “Mom‟s in jail.” “Parents don‟t care about me.” “My mom has a 
girlfriend, and I have to live with them.” “Nobody likes me.” “Mom doesn‟t have 
money for my meds.” etc. (Participant 221) 
  There is always more to be learned about social and emotional needs of children 
and of adults for that matter. It is every changing due to new research into these 
fields. I consider myself a lifelong learner and will always be interested in 
learning more about people, learning and what we can do to help children learn 
and be healthy citizens of the world. (Participant 222)  
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  Give the broad spectrum of needs in any given classroom, it would be helpful to 
learn effective ways to manage a wide range of needs and not leave anyone out. 
(Participant 224) 
  As a retired educator, I still take workshops, give presentations, serve on 
committees for my local school board, have contact with parents and students. I 
feel it is very important to stay current. (Participant 227) 
  Can never know enough or do enough to help children with unmet social and 
emotional needs. Need a group holistic effort to help. Can always learn more. 
(Participant 244) 
  I would love to take a class to do a better job of meeting the needs of my students 
in order to teach more effectively and have a deeper impact on students‟ lives. 
(Participant 245) 
  I would like to have tools in my pocket to pull out when I have a student who has 
emotional or social needs. I think it would also benefit parents. (Participant 247) 
  It‟s something that isn‟t going to go away, just because we want it to. It‟s 
something that is better handled head-on, and education on how to best do that is 
what is needed. (Participant 250) 
  To help me to become a better teacher. (Participant 252) 
  Specifically, I would like more training in helping students with disabilities and 
how that affects their social and emotional areas of life. (Participant 253)  
  We cannot teach them (well) if we don‟t first know who they are and let them 
know that they are safe and cared for. (Participant 257)   
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  I think any training I could get would be better for our students than no training at 
all. (Participant 258) 
  It is an ongoing struggle in which I feel ill-equipped. My students are very 
important to me and most of what I‟m doing comes from “my gut” and my heart. 
(Participant 263) 
  My understanding of the importance of emotional needs has grown and I feel that 
I would like more classes in this. (Participant 243) 
  I would like to receive further training because I feel ALL educators need to 
constantly be learning and I may learn something I did not know or a new method 
that I have not tried in my classroom. There is always new information out there. 
(Participant 265) 
  The only negative would be the cost of the additional training as well as putting in 
time for a class that would not advance my degree in administration. However, it 
would be helpful in my job as a teacher and future administrator. (Participant 182) 
  At our school there are so many issues that affecting our children‟s lives. We have 
some severe cases and we are not equipped to handle them – our resources are 
strained. At the same time we have a responsibility to educate all of the children 
and dealing with social and emotional issues drains everyone and severely affects 
teaching and learning in the class. At the same time – the public is looking at the 
test scores – they do not see the students we deal with on a daily basis that make 
us cry, cuss and burn out. (Participant 255) 
  Because it is a fine line. (Participant 167) 
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Category 2 
Theme: The needs of children are changing. Issues such as poverty, abuse, neglect, and 
divorce are more prevalent today and there are a limited number of counselors and 
psychologists available to help.  Teachers need more training on how to help these 
children and their parents.   
  Kids are changing every year (ALL students year).  Family dynamics are 
changing and kids are in the middle.  I think it‟s important for teachers to study 
social and emotional needs.  At out school, we can‟t just send kids to a counselor 
because he can only see certain kids.  Therefore, it‟s up to us to help them through 
things. (Participant 43) 
  I think that we receive some training in this area.  We have more and more kids 
coming to us on a daily basis with so many needs, yet the support for these 
students is next to nothing.  It is very hard to teach a child anything when they 
have so many needs that teachers didn‟t even address five years ago. (Participant 
47) 
  Understanding the social and emotional needs of a diverse population is 
imperative when considering achievement.  Students come from a more socially 
and emotionally stressed environments today than in the past.  Issues of 
generational poverty, abuse, neglect, divorce, etc. are becoming more prevalent in 
an increasingly financially strapped environment. (Participant 21) 
  As a growing population of students faces more difficult situations in their home 
life, I feel training in this area would improve my ability to reach these students. 
(Participant 61)  
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  There are so many issues that students are dealing with these days.  This year 
alone I had two sixth grade students lose their parents.  I‟d love to know how to 
better handle situations like those for my students. (Participant 64) 
  I believe that teachers need further training to help in serving our students better.  
Unfortunately, our students come to school with more and more baggage that 
directly affects their academics.  We are with these students for many hours of the 
day and we need to be making school a safe and relaxing place.  We may be the 
only consistent thing that they have in their lives. (Participant 67) 
  I feel that in order to meet our students‟ academic needs, we must get through 
their social needs.  A child cannot effectively learn in a school environment if 
he/she is worried about all of the social aspects of his/her life (abuse, money, 
food, house, parental involvement or lack of, etc. (Participant 23) 
  There is no parent manual.  Too many parents haven‟t a clue what to do with the 
sociological, cultural and technological shifts today, most need guidance that we 
must provide.  Ergot, we must learn what it is that we should do. (Participant 75) 
  I believe that teachers need further training to help in serving our students better.  
Unfortunately, our students come to school with more and more baggage that 
directly affects their academics.  We are with these students for many hours of the 
day and we need to be making school a safe and relaxing place.  We may be the 
only consistent thing that they have in their lives. (Participant 67) 
  It is always beneficial to have as much information and education as possible to 
work with students as well as their parents. (Participant 69)  
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  There is no parent manual.  Too many parents haven‟t a clue what to do with the 
sociological, cultural and technological shifts today, most need guidance that we 
must provide.  Ergot, we must learn what it is that we should do. (Participant 75) 
  Students need teachers that know how to care and how to help them.  I had 
several students that experienced a death of a parent this year, and I could tell that 
the students zoned out.  How do you help a grieving parent? (Participant 77) 
  I would be interested in receiving additional training because more classrooms are 
being filled with students incapable of staying in school all day.  When a child 
can‟t behave they are missing out on the advancement of skills and learning.  I 
want to learn how to maintain these students and inform their parents on ways to 
improve their child. (Participant 108) 
  The population appears to be drifting to a more needy position relative to the 
economic instability of the region and country. (Participant 112) 
  I took a short course on understanding poverty.  It was very helpful in seeing 
things from the parents‟ perspective and why they acted the way they did, which 
seemed so odd to me at the time, but now falls in line with that mind set. 
(Participant 113) 
  My greatest concern at this point is the students who come to us very violent.  I 
feel that the teacher(s) have very little knowledge of what they “can” and “can‟t” 
do to help the child and to avoid getting hurt by the child.  Some students come to 
us with so much anger, that they throw things, shout profanity, etc.  This has been 
so disturbing to me that I have chosen to work part-time next year to try to draw 
back a little and re-think what I‟m doing in my life.  I absolutely love being a  
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teacher, but I don‟t want to work with students who have no respect for other and 
yet so many time the problem is blamed on the teacher. (Participant 114) 
  Currently children are having to deal with more social and emotional problems 
our teachers need to be trained how to best meet their needs.  (Participant 16) 
  I feel it would be beneficial to understand the current student population – 
especially students of poverty and diverse needs.  (Participant 124) 
  The students at my school do not hold education to the highest standard because 
they are often worried about other emotional or social issues.  If those were 
solved the education aspect would become more important.  (Participant 128) 
  Ongoing changes in student school and family dynamics make continued training 
and study necessary.  (Participant 132) 
  I would always like to receive training in the future.  All children are different and 
may need different strategies to help them cope and access the curriculum.  There 
is always room for improvement.  Children with social-emotional disabilities are 
on the rise and it is getting harder to include these children with others.  
(Participant 138) 
  In-service in this area would be helpful because more and more students have 
social and/or emotional problems they bring to the classroom.  (Participant 139) 
  Special Education students have their own special set of social and emotional 
needs that need addressed in order for them to succeed.  (Participant 143) 
  Many of my students come from homes that are not stable financially or 
emotionally.  It has become more and more important to find ways to help them 
focus on learning and function in a civilized environment.  (Participant 145)  
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  I recently completed a course through a local college which offered credit through 
our district. Ruby Payne‟s “Understanding Poverty” was introduced to our 
economic elite district last fall. The course was a follow-up to her lecture. I found 
it helpful in understanding the kids in my particular school. (Participant 194) 
  The social and emotional needs of children are becoming more of a classroom 
issue because of the breakdown of the family in my opinion. Each year more 
issues need to be addressed by the classroom teacher! (Participant 198) 
  Students struggling with social and emotional issues, realistically, are often 
focusing on internal pain, PTSD, anticipated stressors, and continual feelings of 
low self-worth. Academic content may be a very low priority. Without additional 
teacher training to address methods of assisting these students WHILE trying to 
pique their motivation is likely to leave these students without compensatory 
strategies. (Participant 208) 
  As stated above, I think it is a huge help in discipline, in helping the student‟s self 
image, and helping students succeed academically. The more training I have, I 
will be better equipped to meet the social and emotional needs of all children now 
and in the future. (Participant 210) 
  Even with as many years of experience that I have working with students. I feel 
their needs are changing as the world and its demands change. Change is always 
going to be there. As an educator I must stay in tune with how to help a student 
cope so that it does not over rule his life and he can continue to learn. It seems 
students come buried under so much baggage that there is no room for learning. I 
must learn how to help them handle that baggage so they can learn. That baggage  
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changes over time; stress at home, testing stress, peer pressure, society pressures. 
It changes with time and help is needed by the teachers to help the students. 
(Participant 211) 
  I‟ve been a counselor for 11 years. I can always learn more and how to improve, 
learn, ideas, techniques to better connect with kids. Teaching problem solving, 
connecting with parents to help them find help for their child is very important. 
(Participant 213) 
  The needs seem to be changing each year. The typical is not typical any longer. 
(Participant 237) 
  I have taught many students in my school system who come from broken families 
and whom do not have proper role models in their life. Therefore, many of them 
do not have the social skills that they need to succeed academically and with their 
peers. Emotional problems show up as well with these students. In my school 
system I see this more and more and think that further training would be very 
helpful to teach me new ways to work with these students. (Participant 239)  
  Children and needs change every year. (Participant 264) 
  I‟d like more training because we are seeing more students with 
emotional/behavioral problems. (Participant 267) 
  The community is looking at the schools to provide this because the parents are 
not. (Participant 156) 
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Category 3 
Theme:  There is a need for the healthy development of the whole child, including areas 
such as self-concept, confidence building, and getting along with peers. Meeting social 
and emotional needs helps in these areas as well as establishing appropriate school and 
classroom communities. 
  Most of my recent experience has been in a highly impacted school where 
behavior has escalated in the building to a point that instructional time is severely 
impacted.  In my own classroom, I feel as though I have worked very hard to 
build relationships with ALL students and that has made a difference.  As a 
school though, I feel that all staff could benefit from understanding how essential 
it is that all students feel welcome and safe no matter their background or 
previous experience. (Participant 46) 
  I think meeting their social and emotional needs is important and that with further 
training I could meet their needs better.  I also think it would improve the 
classroom community as well as student willingness to learn. (Participant 52) 
  This is a growing concern in the classroom these days, and it would really help 
with the whole management aspect. (Participant 65) 
  I think it would be helpful to know how to meet these needs for a better 
environment in the classroom. (Participant 66) 
  I would be interested in taking a workshop but not a graduate level class.  I think 
it will better enable my students to learn the skills and concepts I am teaching if 
they are better adjusted and "happy" with themselves and their lives.  (Participant 
144)  
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  I think it is so important when we teach that we consider the whole child. Many 
things play into a child‟s ability to learn – their home life, the amount of sleep 
they get, if they ate breakfast or dinner, what they ate. How can we not consider 
the social and emotional needs of students? (Participant 214) 
  Meeting students‟ social and emotional needs would help students learn more 
effectively while enhancing my classroom management. (Participant 241)  
  I believe that our task involves educating the whole student. No one area can be 
ignored or addressed in isolation if instruction is to be truly relevant. (Participant 
238) 
 
Category 4 
Theme: These educators did not want training, usually because they were at the end of 
their careers. 
  I think after 13 years of working with the general education population, the 
special education population, and becoming a mother, I have developed a 
somewhat through understanding of the social / emotional needs of my students. 
(Participant 19) 
  I work in a CLASS school, and we receive training in building climate and 
community in our classrooms, which meet the social/emotional needs of our 
students.  I feel I do a good job with this. (Participant 25) 
  The whole reason I decided to get my Masters in EDPSY is because of 
challenging behaviors and social/emotional needs of young children.  I have been  
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trained in all modules through CSEFEL at Vanderbuilt University. (Participant 
70) 
  At this time I currently hold a Masters degree in Counseling and stay current in 
this area. (Participant 54) 
  I believe that I have the skills to do this based on my history and success with 
students. (Participant 91)   
  I think it all depends on making meaningful, personal relationships with students.  
How to do that cannot really be taught.  (Participant 127) 
  Most of the graduate level classes that I have taken are related to this topic. 
(Participant 163) 
  I get along just fine without additional training. It‟s a matter of common sense. 
(Participant 192) 
  With 29 years of experience, a masters plus additional course work I am not 
interested in more class work. (Participant 199) 
  I feel I already do a good job meeting the social and emotion needs of my 
students. Any additional training I would do in my spare time would be focused 
on use of technology. (Participant 260) 
  I am working on graduate work right now, and I simply do not have time, but I 
would be interested in the future. (Participant 83) 
  Not at this time, I am completing my masters right now and do not have time for 
extra classes.  (Participant 133) 
  This year will be my last year teaching. (Participant 84)  
 
197 
  I am retired at this time. (Participant 109) 
  Sounds like a good idea, but I am getting ready to retire within the next couple of 
years.  (Participant 135) 
  At the present time I am completing my 30 years of teaching service.  If 
continuing to 35 years of service I would reconsider.  (Participant 142) 
  Retired.  (Participant 146) 
  I am now retired and only doing some part time substitute teaching in one school 
which has many excellent resources to help deal with the social and emotional 
needs of students.  (Participant 148) 
  Retired. (Participant 150) 
  I am retired and don‟t want further course work, but I support having more 
training in this area for current and future teachers. (Participant 154) 
  I am retired and do not plan on going back into education in the near future. 
(Participant 158) 
  I am now retired. If I were still teaching, I would be very interested. (Participant 
160) 
  I am retired on disability. (Participant 161) 
  As a retired educator, I am aware of the importance, but without the day-to-day 
contact it is unnecessary. In any interactions with young ones, I am however 
attuned to them. This certainly translates to my work in Sunday School, camps, 
etc. in which I stay involved. (Participant 162)  
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  Because I am retired I would not be in a position to use any such training. 
(Participant 166) 
  I am retired. (Participant 174) 
  I am retired! (Participant 178) 
  After thirty five years in education I‟m done with my training period, however I 
feel it is extremely important for on-going training in this area. (Participant 179) 
  I am retired; that means I have had numerous workshops about this subject and I 
was well trained by my school system. Every year we had in-service about this 
area of concern. Usually also in the summer I took another class. Now I am 
working in the same school system as an intervention teacher from January until 
May. I use my tools all the time to aid me in being an effective teacher. 
(Participant 183) 
  I am ready to retire and have no desire for further training. (Participant 190) 
  At this time, I do not have very much contact with students. (Participant 196) 
  I am now retired. (Participant 206) 
  Yes, but since I am retired, I am taking other classes. (Participant 207) 
  I retired this past school year! (Participant 226) 
  I just retired in June. (Participant 234) 
  I am retired and not in a classroom. (Participant 251) 
  I am at the end of my career and these classes are not taught appropriately to the 
teachers. (Participant 262) 
  I am not a certified teacher. (Participant 184)  
 
199 
  Presently, when working with students it is on a one-to-one basis and there 
doesn‟t seem to be as big a problem with the social and emotional problems. 
(Participant 201) 
  Currently, I feel my school provides enough assistance in this area, therefore I 
would not need further training. (Participant 2). 
  I have received plenty of training in this area.  Now it is up to the schools when 
placing students in classroom with high enrollment.  These students need more 
opportunities with their issues while building their character. (Participant 90) 
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Appendix E 
 
Included in Appendix E are the responses to Survey Item #23, which stated: 
23. Please share any topics concerning social and emotional needs of students about 
which you are interested in learning more. 
Many of the topics listed had similar themes and fell into four categories.  Other topics 
listed were placed together in a fifth miscellaneous category.  Some responses listed more 
than one topic and there was some overlap in themes.  However, each response has been 
listed only once. 
 
Topic 1 
Theme:  Educators need more training in their pursuit to be life-long learners and want to 
continue to gain pertinent information that would help bring about student success at 
school. Many educators linked meeting social and emotional needs to student learning as 
well. 
  Ways to control emotional students‟ behavior (different behavior plan ideas, etc.).  
Maybe lists of clues that would help teachers identify students who may lack in 
social and emotional needs.  Ways to help students with social and emotional 
problems. (Participant 33) 
  How teachers can work with a child‟s non-academic behavior that interferes with 
their academic (and their classmates as well) success. (Participant 69) 
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  I believe that, in general, far too little emphasis is put on the importance of 
dealing with the social and emotional needs of students.  All of the focus is on test 
scores and meeting some arbitrary set of standards set by people who never work 
with kids, and the kids are getting lost in the numbers.  It‟s time we started 
looking at kids again as kids, not as statistics. (Participant 105). 
  Basic tools for addressing these needs while still using class time to cover 
required material. (Participant 182) 
  Since I am most recently a counselor in an elementary school setting I am 
interested in learning more about how to counsel children: different techniques 
and philosophies of counseling. Also, I teach character education classes and am 
continually looking for lesson plans and curriculum traits. I am also interested in 
brain development and autism and the seeming rise in the numbers of children 
with ADHD. Truly, I am interested in learning about anything that will help me 
understand children better and will help me to help them. (Participant 222) 
  As a teacher, it is always important to continue learning more about children, their 
development, and how we can best meet their needs. (Participant 58). 
  Knowledge is power. (Participant 70) 
  I consider myself a lifelong student and am always open to training/workshops 
that would enhance my teaching and ultimately benefit my students. (Participant 
172) 
  Nothing specific comes to mind… but whatever is the current need, one to be 
open and willing to address it, in different formats. (Participant 175) 
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Topic 2 
Theme: The needs of children are changing. Issues such as poverty, abuse, neglect, and 
divorce are more prevalent today and there are a limited number of counselors and 
psychologists available to help.  Teachers need more training on how to help these 
children and their parents.   
  I would like to know more about helping parent deal with social issues, to better 
help their children in school settings. (Participant 23) 
  Poverty (generational and situational); Alcoholism/Drug Abuse; Emotional needs 
of gifted students; Aspergers and Autism Spectrun; ADD and ADHD needs; 
Abused children (Sexually, Emotionally, Physically, and Neglect); Behavioral 
adaptations for EH students; How to deal with stressful teaching environments - 
ways for teachers to deal with stress related to meeting the social and emotional 
needs of kids… coping with helping kids and what is too much; Student 
Assistance Programs (SAP).  (Participant 51). 
  I realize that the children of today live in a much more tumultuous world.  I see a 
great need for the healthy development of the whole child, not just the child‟s 
mind.  I would like to be able to share with my students, future teachers, the latest 
theories and practices related to the social and emotional development of children. 
(Participant 57) 
   How to help children who are dealing with crisis at home such as death, divorce, 
abuse, conditions due to poverty. (Participant 59) 
  Emotional-social needs are becoming a high risk for students and it needs to 
become more of a priority for schools and parents. (Participant 108)  
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  Understanding emotional needs of abused students and understanding poverty 
level students.  (Participant 122) 
  The home life of many students today has little stability and models for students 
to follow. What is done in the classroom is very critical to their social and 
emotional needs outside of the classroom. (Participant 174) 
  Dealing with concerns about: having a parent in jail, experience death, early 
sexuality & development (girls who have curves they are not ready to deal with, 
dressing appropriately, girls with low self-esteem that are at risk for early sexual 
behavior – ages 11 & 12), low self-esteem, depression, lack of friends, hygiene in 
homes where it is not a value. (Participant 263) 
  Students seem to come to school burdened with all kinds of baggage from home. I 
deal with single parent children, children who have one or both parents in prison, 
children being raised by grandparents, children seemingly raising themselves 
because parents are too busy, drunk, drugged or just don‟t care. A lot of my time 
in the classroom is spent working on social/emotional problems before I can get 
down to academics. How can I work with these students problems as well as 
provide academics? (Participant 211) 
  Students dealing with the loss of a loved one.  Since I have been teaching, I have 
had six parents of children pass away, one child losing both parents.  These were 
all kindergarten and first grade students.  At such a young age, this is a very hard 
thing to explain to the students and the reactions have all been different.  This has 
by far been the hardest thing about teaching! (Participant 60). 
  How to help a grieving child. (Participant 77)  
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  Split families. Divorce. Death of loved one. Childhood illness... life threatening… 
terminal. Physical handicaps. (Participant 264) 
  Dealing with students whose parents are going through a nasty divorce and they 
are acting out as a result. (Participant 65) 
  I am interested in learning as much as possible about this topic.  It ranges from 
separation from parents, to making friends, to learning how to share and many 
others. (Participant 92) 
  Dealing with grief; dealing with anger. (Participant 119). 
  Effects of divorce on children when it occurs at their entrance into K or 1st 
behaviors caused by children's low ability to interact positively with peers; ways 
autism impacts children's ability to succeed in the classroom. (Participant 132) 
  Helping children who are going through divorce or death of family members; I 
have also had students who had siblings who were critically ill and they were 
having a hard time dealing with both their sisters illnesses and the fact that all the 
attention was going to other child.  (Participant 141) 
  Students of poverty - Students dealing with death - Students being bullied at 
school or home - Students who are abused. (Participant 67) 
  The economy and student needs. (Participant 79) 
  How to encourage high IQ/good academic students that are from low economic 
and or poorly parented families; Often upon leaving Jr. High, these students 
change… and not for the good.  (Participant 142) 
  The effects of generational poverty on students and strategies for teaching social 
skills that affect learning.  (Participant 145)  
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  Special needs of children living in poverty best practices for instruction in literacy 
and normalcy for children living in poverty. (Participant 248) 
  We need to also address the needs of the children in poverty as they are different 
than other children in their needs. (Participant 257) 
  Techniques for reaching students when there are: conflicting issues between 
parent and school discipline techniques; backgrounds are of high poverty. 
(Participant 94) 
  Home to school connections; navigating children‟s services; anger management. 
(Participant 100) 
  How far are we do go with helping students with family problems?  I find it hard 
to get started because I‟m afraid of how far it will require me to go to get any 
changes to happen.  Should we just deal with our realm and ignore the home life 
that is so often strongly interfering with the student‟s learning. (Participant 113) 
  Please know that a lot of the children I work with have severe challenges at home 
and in the worlds and their knowing how to better cope with life and reality is 
essential for their survival. (Participant 117) 
  How can we connect with withdrawn students who are not receiving any kind of 
services and the parents are not “taking care” of their kids? I had a girl like this 
and she was very difficult to teach and get her to do any homework. (Participant 
153) 
   
    
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  At what point do you stop nurturing and begin demanding academic learning to 
begin consistently? I am sure that occurs on an individual basis. I was not sure 
how much to expect, when this student had not proper mother or father figure in 
the home. Granted there was some learning, but not anything near to grade level 
expectancies. (Participant 194) 
  How to get help for students that have serious needs (major family issues, and 
etc.). (Participant 195) 
  As a society, we abandon our kids. Not in a formal way, but individually. The 
saddest truth that I have learned, is that if the parent isn‟t in as much pain as the 
child, the child won‟t get help outside the school setting. And, when the parent 
gets better, the children get better. (Participant 213) 
  I would like to learn more about children in abuse situations, ADD, bipolar, and 
how all the medications children are taking affect them now and later on in their 
life.  (Participant 116). 
 
Topic 3 
Theme:  There is a need for the healthy development of the whole child, including areas 
such as self-concept, confidence building, and getting along with peers. Meeting social 
and emotional needs helps in these areas as well as establishing appropriate school and 
classroom communities 
  How to help children get along with peers in a positive manner.  What do you do 
for children who experience routine behavior problems? (Participant 80).  
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  How to deal with aggressive behaviors; how to connect with children who have 
defiant behaviors; children who are extremely shy; unattached children. 
(Participant 39). 
  Social interaction/building positive friendships with students who can be highly 
violent/aggressive.  (Participant 123) 
  Anger management; basic coping skills; how to get along with others; how to 
react to positive and negative attention they may receive; basic social skills to 
implement on a daily basis; and how to manage severe classes.  (Participant 140) 
  Meeting the student‟s social and emotional needs in the classrooms has helped 
significantly with many behavior issues. It also has a tremendous effect on 
students from lower incomes who have low self esteem and are reaching out for 
someone. It helped me in many occasions learn how to differentiate my teaching 
for the individual children. (Participant 157) 
  Developing positive character traits – respect for others. (Participant 198) 
  Motivational strategies for reluctant learners group dynamics small group 
strategies active listening/paraphrasing conflict resolution valuing diversity 
(cultural, racial, economic, gender, sexual preference, religion, etc.) managing 
anger goal setting (short-term and long-term) abandonment/separation issues 
homelessness hunger resiliency. How to provide students with safe environments 
for children – even when they may have to behave more like adults in there 
homes or neighborhoods. Enlisting the help of parents – not just for field trips. 
(Participant 155) 
  Minority boys and anger. (Participant 46)  
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  Goal setting and problem solving. (Participant 42) 
  Peer pressure. (Participant 102) 
  Motivation for student and parents; real answers among so much theory. 
(Participant 112) 
  Behavior management; sensory integration that may be linked to behaviors.  
(Participant 138) 
  Anger Management (Participant 152) 
  Impulse control, anger management, counseling the trouble parent, navigating the 
social services, helping the “regular” education teacher w/ kids w/ special needs 
teaching better management techniques to parents. (Participant 207) 
 
Topic 4 
Theme:  There appears to be a rise in some conditions such as autism, ADHD, and bi-
polar disorder.  Educators would like help in knowing how to deal with the social and 
emotional needs of children dealing with these disorders.    
  Specifically, I would like more training in understanding the social and emotional 
needs of children with autism and children who are non-verbal.  (Participant 125) 
  Addressing the social/emotional needs of ADHD children. (Participant 252) 
  Aspergers-Autism in particular. (Participant 53) 
  Students with Autism or ODD. (Participant 245)  
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  Working with and understanding the needs of oppositional-defiant disorder.  
Understanding trigger behaviors.  The importance of relationships. (Participant 
93) 
  Anger management, obsessive/compulsive behaviors, children living with 
grandparents and the issues that come with that, ADHD – severe cases, parental 
disinterest and their child‟s life and learning. (Participant 255) 
 
 
Topic 5 
Theme:  Miscellaneous topics that do not fit into one of the other topics. 
 
  Meeting the social and emotional needs of students is significant. (Participant 18) 
 
  I think all teachers or future teachers benefit from a reminder of Maslow‟s 
hierarchy of needs.  Ultimately though, I think it is just “in your blood.”  I think 
some teachers are more capable of showing sensitivity than others. (Participant 
19) 
  Cultural awareness of social and emotional needs related to students coming to 
our schools with different backgrounds. (Participant 170) 
  I have witnessed cases where the classroom social and emotional needs were 
ignored. What ultimately developed were multiple cases of bullying and 
collusion. The classrooms became an unsafe environment for learning. Not only 
where the victims traumatized but also the children who witnessed the bullying. 
(Participant 215)  
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  The effects of media on the maturation of adolescents and how it changes their 
affect.  Communication media and the positive harnessing of communications.  
Reflection in today‟s world. (Participant 75) 
  There are situations where the values in the home are in conflict with the values 
held by society in general, or at least those that traditionally have been held by our 
society. For example, it is difficult to get students to respect other people and their 
belongings if that respect is Not shown in the home for the family members and 
for each individual‟s belongings. There were a lot of transient students in my 
district. Some of them had been taught that it wasn‟t important to care for rental 
property because it wasn‟t their own, and that attitude transferred to school 
property and the belongings of others. I would also note that some of society‟s 
values seem to be changing, with the emphasis on body image, for example. 
There are also situations in which the parents have not taught their child to get 
along socially, expecting the school to accomplish that. Some children come to 
school expecting to constantly be the center of attention. Some come without any 
concept of following directions. This attitude seems to strengthen as the children 
age unless there‟s cooperation from the home. (Participant 160) 
  Many students today are raised with a reward for participation attitude, how do 
we motivate students to learn when there isn‟t a prize involved. Some parents 
believe they are being a good parent by getting their child out of trouble and not 
making them accountable for their actions. How do we work with that? 
(Participant 168)                       
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  Over the years I have received training and now provide training for staff. 
(Participant 93) 
  Experience has taught me a lot.  I feel I do a good job making the necessary 
connections in this area.  I believe I have the tools needed to help the students in 
these areas. (Participant 96) 
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Appendix F 
 
Included in Appendix F are the responses to Survey Item #24, which stated: 
24. What else would you like the researcher to know about your experiences in 
meeting students social and emotional needs in the classroom?   
The educators‟ responses covered a wide range of topics.  Although the topics have been 
listed under general headings, some responses address more than one area.  Nevertheless, 
each response has been listed only once. 
 
General Remarks Concerning Importance 
  I think it makes or breaks a classroom.  It is part of the foundations of any 
classroom. (Participant 19) 
  It would be beneficial to help understand why students act the way they do and 
what strategies I can use in the daily classroom to help. (Participant 98) 
  It makes me feel helpless sometimes to know that problems are occurring and 
what can I do about it?  I can‟t make the parents care and change their way of life.  
What can I do to really make any difference in their home?  Who am I to say that 
I have all the answers about how a family should function?  Maybe their way is 
okay too.  It‟s a fine line sometimes when to step in and when to just try to do 
your best for the child during the time that you have them at school.  I don‟t know 
what to do many times with this struggle. (Participant 113) 
    
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  Most veteran teachers I know in private school settings would welcome more 
support from administrators and resource teachers in addressing children's social 
and emotional needs.  Experience definitely helps, but we often second guess 
ourselves when faced with tough situations.  (Participant 132) 
  Divorce! So many of my students have broken homes… living at one home on 
one weekend, and the other parent the next, etc.  (Participant 221) 
  I‟ve learned that it‟s really hard to try and get some students to be proficient in 
reading and writing, etc. when the only thing that student is worried about is 
where they are going to sleep that night, or if they‟re going to have enough to eat. 
(Participant 250)  
  As a substitute teacher, I‟ve not been specifically trained in this area, but I think 
it‟s important for subs to have more knowledge and experience meeting these 
needs. I feel that too many substitutes are just in the classroom as babysitters, and 
not very good ones at that. Too many times, substitute teachers lose control of 
their classrooms because they are not trained to meet student‟s social and 
emotional needs first. (Participant 202) 
  I feel that this area is the most neglected area in all forms of education. 
(Participant 262) 
  I think the children must have their social and emotional needs met in order to 
learn and perform at the best of their ability. (Participant 99) 
  The emotions and socialization are critical to melt downs, class room control and 
others‟ learning abilities. (Participant 118)   
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  I feel it is important because you have to get the kids to an emotional relationship 
with the teachers to better serve them.  (Participant 133) 
  Meeting social and emotional needs can lend to a more positive attitude… very 
important to the learning experience.  (Participant 146) 
  When students are acknowledged for their contributions they develop true self-
esteem. We must learn how to help children unlock their potential. This requires 
time and patience, especially with children that have been made to feel less than 
for not knowing or who are struggling because the schools expectations are so 
different from what is expected in other environments. Teachers need to help 
students make the transition from home to school and not expect that they already 
know the hidden rules and codes of conduct. Explanations for the rules and ways 
of conducting your self in the school environment must be consistently taught and 
equitably reinforced. There must be consistency in what we say to students and 
the ways we treat tem and each other. (Participant 155) 
  My experience was with students in seventh and eighth grade. At that 
age/developmental level, they sometimes seemed to be in almost a holding pattern 
academically. They were so overwhelmed by the changes they were experiencing 
in their bodies, and they were so enamored with social interaction among their 
peers (the need to fit in and to be “popular”) that they had little interest or energy 
to put toward learning. In some cases, it became a stigma to be a good student. 
It‟s important for all teachers, from the very beginning, to try to emphasize the 
attitude that “popular” kids are good students. An example might be the boy 
whose feet grew three shoes sizes over the summer. He comes back in the fall  
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unsure of how to walk through the halls controlling those feet so he doesn‟t make 
“slapping” sounds as he walks. He might spend most of his time in the classroom 
trying to hide what he perceives to be his outlandish feet, rather than giving his 
attention to the lesson. Also, some schools set students up for failure. How can 
kids who are carrying an armful of books because they are not allowed to carry 
backpacks or to go to their lockers between classes possibly use the restroom and 
still get to their next class within three minutes? The restroom issue became a big 
bone of contention in our building when some teachers unreasonably refused kids 
an opportunity to use the facilities. Students of all ages still need a break of some 
sort (such as recess) to be able to socialize, to run off some energy, and to simply 
relax. There was a time when our building was so crowded that students were not 
allowed to move from their assigned seats in the cafeteria (which usually proves a 
social opportunity,) and we had no playground. Afternoons in that building were 
miserable! My solution was to build a few minutes of relaxation into each class 
period. It was structured, but casual. Such a plan requires the teacher‟s 
supervisor/principal to share in that philosophy. (Participant 160) 
  In my thirty five years in education, thirty one as a high school counselor, there 
was not a day that I did deal with a student‟s emotional and social needs. 
Regardless of the child‟s socio-economic status, school personnel need to be in 
touch with the child‟s social and emotional needs. It should become a very 
integral part of the teacher (school personnel) training. (Participant 179) 
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  We are ultimately working toward equipping our students to become productive 
members of our society. Learning how to interact socially, being sensitive and/or 
aware of emotions and emotional needs of themselves and others, students grow 
to become not only intellectually education but emotionally and socially aware. 
It‟s called balance! The one class I took as an undergrad was child development. 
It was not an in-depth class on the emotional needs of student or anything 
regarding meeting students‟ social needs. I taught a Personal Development class. 
We studied/learned and practiced communication and listening skills. Social 
interactions, feeling, problem solving and decision making were also included. It 
was a rewarding class for teacher and students. (Participant 215) 
  Sometimes we need to lose time to gain time. Academic time can be used more 
efficiently when the social and emotional needs of the students are considered. 
That said… THE SCHOOLS CAN NOT DO IT ALL ALONE!!!  (Participant 
227) 
  Not to slight my childless colleagues, but this need was never so clear to me until 
I had my own children. I knew what I saw in the classroom, but watching my 
children‟s friends and even my own children-really brought it home how 
important it is to meeting these needs in students, so that they can be successful 
learners. (Participant 232) 
  What enlightened me more as I increased in my teaching experience is how many 
teachers never considered the thought that a child‟s social, emotional, as well as 
physical well being are the utmost important factor in being able to learn. I have 
always worked with children since I was 12 years old in some aspect or another.  
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What makes a child tick and what they bring with them is the challenge in 
teaching as far as I am concerned. Anyone can forward information to another, 
but the key is making sure that the receiver is able to grasp the information and be 
able to use it. When that happens then teaching is being done.  (Participant 265) 
  Every child is different and it is important to never give up even if some strategies 
do not work, go to the next.  Use whatever resources and get more people 
involved to help the child as a team.  (Participant 138) 
  My experiences in 35 years of education would take a book to write. (Participant 
175) 
  After 30 years of teaching, I am such a wealth of knowledge, it would take a 
book!  LOL.  (Participant 207) 
 
 
Positive Experiences and Trainings 
  Classes need to be offered in college!  I wish I had [taken] more classes dealing 
with meeting the social and emotional needs of my students.  (Participant 26). 
  I‟d be more than happy to talk with you about how I build a nurturing classroom 
environment.  Feel free to email me [gave email address].  Good Luck! 
(Participant 25). 
  I believe in some way, shape or form, mandatory classes/in-services should be 
available.  Some teachers just don‟t grasp the importance of recognizing social 
and/or emotional needs and working with these needs!  (Participant 96).  
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  I have provided several sessions that has covered 24+ counties on social and 
emotional needs of young children.  I really enjoy watching the light bulbs go off 
when you teach adults about young children‟s social and emotional needs and 
how they are linked to behavior!  (Participant 36) 
  Feeling inadequate to meet the social/emotional needs of students as a first year 
teacher was the primary reason I got my Masters degree in Counseling. 
(Participant 54) 
  If a child is experiencing a bad day.  I try to take time to talk to that child one on 
one, and I look at what may have caused them to be upset.  Example: Is it the 
same time of day?  What preceded it?  (Participant 78). 
  I think that I had two classes as an undergrad in child psychology.  Now, I am a 
mother of a five year old and a four year old and I have learned with them along 
the way.  One of my children was a Premie, and involved in First Steps, and is 
now on the Autism Spectrum.  My other child seems to pick up things rather 
easily, so I‟m now learning how to meet both of their needs, as well as meeting 
the needs of the children at my school. (Participant 92) 
 
Outside Help (e.g. social workers, counselors, workshops, etc.) 
  We have a social worker at our school who does a great deal to help with the 
social and emotional needs of students.  She is amazing.  She comes into every 
classroom once a month and does an age appropriate life skill lesson with the 
kids.  I love these opportunities to team teach with her and help the students grow 
socially and emotionally. (Participant 15)  
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  There is no full-time counselor in our elementary school.  Teaching of social 
skills is up to the classroom teachers.  When a child becomes too out of control to 
remain in the classroom, our assistant principals assist us.  Sometimes a child is 
removed from the classroom for a while.  Once in a while, the issues warrant a 
child being suspended from school for a day or two.  We have a school 
psychologist available a couple of days a week.  We go to her when we have 
concerns about a student in the areas of learning disabilities or emotional 
disabilities.  She does all of the “testing” to identify a student for special services 
and conducts the case conferences.  (Participant 23) 
  Let‟s just say I have a very close relationship with the school counselor and 
home/school coordinator.  I try to deal with any issues I can within the classroom, 
but whenever anything is questionable, I always make notes and report my 
findings or observations to the counselor or home/school coordinator.  When 
students have lost parents, the counselor has always talked to the students and 
supported me with different ways to answer questions they may have.  
(Participant 60) 
  We have established a monthly assembly that introduces a new social skill each 
month for our kindergarten children.  I try to encourage the children to use the 
skill each month.  I recognize then when they use it correctly and I try to help 
them correct their behavior when they are not using it correctly.  It is a school-
wide process.  I am aware that some teachers choose to emphasize the skills more 
than others do.  Consequently, the teachers who choose to strongly support good 
social skills have better classroom management.  Their students are better  
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prepared to keep the positive skills within them as they move on to higher grade 
levels.  (Participant 140) 
  From time to time we had meetings or workshops to cover some issues. They 
were often after work and I for one was tired. The workshops were often very 
good, but did not have much carry through with the district. I felt I always wanted 
to incorporate as much as I was learning, but day to day it would get difficult. 
Because I worked at this I was often given the more difficult students (even at the 
primary level). It was rewarding too! (Participant 251) 
  We have learned by trial and error – we have had book studies – enlisted the 
support of social services and had intervention team assistance. But the public 
schools are ill equipped to deal with some of the children that we are asked to deal 
with – there is no where to send them or anyone to deal with them properly. Case 
in point – a 1
st grader in the intervention system has had numerous meetings – in 
1
st, 2
nd and now as this student enters into 3
rd grade and little has changed. This 
child is intelligent – but has very serious issues that impair her ability to get along 
with others in the class – they are shunning her – she has outbursts and tantrums 
and have very destructive behaviors – yet schools hands are tied. What do we 
do????  (Participant 255) 
 
Concern about Disorders  
  Autism spectrum is becoming more prevalent in diagnosis and should be carefully 
regarded.  (Participant 18)  
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  I had a child who was bipolar and had a lot of trouble meeting his social and 
emotional needs.  I think it would be beneficial to know how to deal with these 
types of disorders.  (Participant 66) 
 
Working with Parents 
  Getting the family behind anything you do as a teacher is the best way to have a 
successful year for the students and for the teacher. (Participant 183) 
  I give enormous time to help families make appropriate contacts and to receive 
services. It often means lots of leg work, phone calls, petitioning, etc. (Participant 
244) 
  I‟ve taught in a wide variety of demographics over my twelve years of teaching.  
Before teaching in a private school, I taught at a school in a very low income area.  
Although those children certainly had needs that many private school children 
didn‟t, there are definitely similarities.  Parents are much less visible in a child‟s 
life these days, in both demographics.  Children dealing with divorce, neglect, 
peer and parental pressure on a daily basis.  Meeting these needs has become very 
challenging and often takes away from instruction times.  I am certain there is a 
way to keep the instructional time and meet the needs of the kids.  (Participant 65) 
  I still do home visit-even a couple a year. Even if I never get past the front door – 
I learn mountains of information. Then when we talk or we are writing, I can say, 
“Hey tell me about your little black dog that I saw.” It‟s a little risky to go to 
some places – but I never want them to think that I‟m too good to go to their 
neighborhood or that I can‟t care about them.  (Participant 257)  
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Concern about Work Done in Schools 
  Due to time within the classroom, most social and emotional needs are expected 
to be dealt with by a guidance counselor.  What can actually be perpetuated 
within the classroom?  (Participant 142) 
  Recently, our school conducted a bullying session for the students with a trained 
psychologist.  I felt that the six, one hour sessions taught the students how to be 
bullies instead of how to cope with bullies.  (Participant 102) 
  It is incredibly difficult to meet the diverse needs of students when there is one of 
you and you see over 100 students a day, each with unique issues and needs. 
(Participant 182) 
 
Diversity 
  Diversity continues to contribute to new and often unreal expectations.  
(Participant 112)   
  I am very concerned that as educators we are not aware of the various needs of 
our diverse student needs. (Participant 170) 
 
Miscellaneous Topics 
  Gifted children often experience their own special set of problems in part due to 
their gifts and talents.  Often other teachers are not aware of these and just assume 
that if kids are smart they should not have any problems.  (Participant 59) 
  My background is that of an outdoor/experiential educator, and I think that 
outdoor education and experiential education are really good about looking at the  
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whole child.  I think that education is slowly recognizing that non-traditional 
programs have a lot of good practices to consider, but the conversion will never 
happen until the every child left behind embarrassment is ditched.  (Participant 
105) 
  There is very little reflective time built into any educational activity. (Participant 
75). 
  Curriculum (specifically language arts), and cross-curricular units (multiple 
subjects).  (Participant 195) 
  What you are told is probably only part of the truth.  (Participant 181) 
  It is hard in the classroom to know where to draw the line as far as acceptance of 
behavior. It is not always fair to the other students to constantly deal with the 
needy student in the classroom, but you can‟t always accept the behaviors that are 
being presented in the classroom.  (Participant 247) 
  Teachers need to be taught empathy!!!  (Participant 264) 
  Question 15 has a scale/range problem. There are 3 disagree answers and only 2 
agree answers. This will skew your results for this question.  (Participant 220) 
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Appendix G 
 
Included in Appendix G are the responses to Survey Item 25, which stated: 
25. Please use this box to clarify any responses or to add any additional comments 
you would like to make. 
The answers have been divided into three categories.  Each category has a general theme.   
Although there is overlap in some of the responses, and some statements could fit into 
different categories, each answer has been provided only once. 
 
General Remarks on Study 
  I look forward to the results of this survey soon. (Participant 18) 
  Thanks for doing this study! (Participant 105) 
  This is a great study. I am wondering how this information will be used. It‟s love 
over due. [Participant included email address] (Participant 215) 
  I appreciate the scope of this survey because it seems like this is an area we are 
ignoring.  I think if we can resolve or at least work toward addressing some of 
these outsides issues we will have greater success in the classroom and thus 
closing the achievement gap.  Most of my recent experience has been in a highly 
impacted school where behavior has escalated in the building to a point that 
instructional time is severely impacted.  In my own classroom, I feel as though I 
have worked very hard to build relationships with ALL students and that has 
made a difference.  As a school though, I feel that all staff could benefit from 
understanding how essential it is that all students feel welcome and save no matter 
their background or previous experiences. (Participant 46).  
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  I‟m glad to see someone researching this because in my 27 years of teaching it 
seems like the home life has made such a negative effect that I didn‟t see in the 
past.  Kids are, on a whole, not given enough guidance or the guidance is poor 
and they are out there floundering with their lives. (Participant 113). 
  I think that it is very important topic that people in education need to be aware of 
and know how to best meet these students‟ needs.  (Participant 116). 
  I feel that you have touched on an area in educating our children that needs a vast 
amount of work and improvement.  After teaching 30 years, I have seen the 
decline in efforts over the years to help our children become good citizens and 
have good social skills.  We have devoted so much time to academic standards 
that we are neglecting this aspect of their growth.  I would have to think that the 
ongoing problems of our world can be minimized when we continue to help our 
children function better in society.  When we are talking about academics and 
social/emotional skills, I think we need to give a 50-50 emphasis.  Some may 
think this is crazy thinking but unless you are a vintage teacher as I am, you will 
not see the decline that I have witnessed over the years and how harmful it is to 
society.  As you can see, I have great passion for teaching and doing what needs 
to be done to make sure the children I see each year will at least get a good 
beginning from me personally.  Good luck with your endeavors.  It's a worthy 
study.  (Participant 140) 
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Comments on Training 
  I took several classes as an undergrad.  I was a dual major in elementary 
education and special education (mild disabilities).  I took several classes in child 
development and basic educational psychology classes, but I honestly do not 
remember how many classes I took regarding social / emotional development.  I 
was at BSU from 89-94 if that helps.  (Participant 19). 
  I think that meeting the child‟s social emotional needs was not addressed per say 
in all of the child development courses that I have taken or taught that is one area 
that is very important.  Also, in taking classes eons ago, we dealt with helping the 
individual succeed in the areas such as science or math and part of that was 
helping their social/emotional needs.  (Participant 44). 
  Because this area of study is so important to the classroom environment as a 
whole, I would like to continue to expand my knowledge in the area of social 
emotional development.  (Participant 71) 
  I think that most of the time, we are just going on instinct as to what we should do 
to meet their needs.  I think that if we had some formal training, we would feel 
more confident in the approaches and techniques we use to meet those needs. 
(Participant 72) 
  I feel training would be helpful to me as an educator and beneficial to my 
students. (Participant73) 
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  Although I am not currently interested in taking classes [due to being retired], in 
the past I have found that a workshop format with some credit options available is 
a good format to allow many educators in the system to increase their skills, work 
as a team, and "get on the same page."  (Participant 148) 
  Grants need to be obtained so this type of training can be offered to schools. With 
recent cut-backs in funding, schools will not likely be eager to extend extra 
dollars to provide this additional training.  (Participant 182) 
  I did not receive any teacher training before I began teaching.  I have a B.A. in 
English from a small liberal arts college, a setting (along with my 12 years in 
independent schools as a student) which I believe did train me to care about and 
notice and try to meet the social and emotional needs of students. (Participant 70) 
  I am not in the field of early childhood for my career.  I have been a trainer for 
more than 10 years, taking a break while getting my Masters and hoping to find 
something soon back in the field of early childhood.  (Participant 36) 
 
General Comments Concerning Social and Emotional Needs 
  Teachers cannot do the job that is required of today‟s teacher alone. They need 
the assistance of trained professionals and parents. Students and families need to 
have greater access to mental health providers. Parents need more support to 
make the changes that are needed in the home. There is often an adversarial 
relationship between school and home. Teachers need to learn how to access what 
can often be a great resource. Good luck with your research. I hope that the results 
will lead to improvements in teacher preparedness.  (Participant 155)  
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  I have children and am saddened by the society allowing them to not have the 
chance to learn how to cope and survival skills vs. testing ability on the things 
they are not even capable of achieving.  (Participant 117) 
  See #13 – [Participant wrote “See #13” and in #13 she had marked the following 
responses] Helps with discipline, improves the self-concept of the child; improves 
the child‟s ability to succeed academically, helps the child get along with peers 
and there is a more pleasant learning environment for everyone when the 
students‟ social and emotional needs are being met.  (Participant 118) 
  As any teacher knows some students appear to be very self-sufficient and do not 
need much social or emotional support in the classroom or at least not on a daily 
basis. Other students are so in need of support that you could spend the entire day 
working in this area. It is very important that teachers recognize the symptoms of 
social and emotional problems in their students and know various approaches to 
use with students needing social and emotional support.  (Participant 178) 
  My school district is very well off and growing. New buildings are being built 
each year with several new buildings projected in the next few years. Within this 
district, is my school which has 50%-70% free and reduced lunches.  In the same 
school are kids coming from homes worth millions of dollars. There is a huge 
discrepancy in our building. We qualify for Title One Services and have lots of 
support staff. We have some very sad cases, as the one I mentioned above. 
(Participant 194) 
  Ohio must do some drastic work to fix the situation.  (Participant 195)  
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  If there is a social or emotional needy student in the classroom it affects all the 
students and their learning environment.  (Participant 247) 
  Too many teachers are in their job just to be there… they need to realize what is 
going on in a child‟s life and be empathetic and helpful in each case… show a 
little love and understanding… help in every way possible.  (Participant 264) 
  Because of the experiences I have dealt with during my teaching experiences, I 
often wonder if my calling is social work.  Although I know that I am a very 
compassionate person, and probably could never handle a position where I would 
constantly be dealing with students in bad situations.  I have a lot of respect for 
social workers!  (Participant 60) 
  Teachers often feel they are not around a student long enough to affect a change.  
Most classes are only about 45 minutes long.  (Participant 142) 
  Teachers often take children‟s behavior as a personal insult without thinking 
about the child‟s needs.  Poor reactions to those situations can cause the child to 
shut down.  Each year that this happens a child gets further behind academically 
and emotionally.  (Participant 93) 
  Anything that you can do will help us – however – I am very concerned that you 
are asking teachers to do one more thing… what we really need is a health clinic 
attached to each school so parents can be sent to see a counselor, get medical 
attention and there will be no excuses as to why there is no follow-thru…. 
Seriously!  (Participant 255) 
  Schools are not homes and we are not parents of these students.  Parents have to 
participate in this process.  (Participant 112).  
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  I often thought that there should be some type of education for parents. They have 
the most difficult job and there aren‟t any classes they take to help with the social 
and emotional growth of their children. Maybe the classes should be with teachers 
in a very non-threatening environment. Possibly with teachers from a completely 
different school or school district.  (Participant 251)  